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If we had no winter, the spring would not be so pleasant; if we did not sometimes taste of 
adversity, prosperity would not be so welcome. 
Anne Bradstreet (1612-1672) 
Writer, poet, first woman to be published in Colonial America 
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ABSTRACT 
This research consisted of a case study of an active network for teacher inquiry. 
Specifically, I investigated how an organization dedicated to teacher inquiry had provi.ded 
the structure, leadership, and resources to sustain, maintain, and expand the network. The 
group studied was the Mid-Ohio Writing Project, a teacher inquiry network affiliated 
with the National Writing Project. The Bolman & Deal (2003) framework for 
organization analysis, network theory, and small group dynamics provided frameworks 
for examining how the MOWP network had maintained itself since 1999. Data was 
collected through the use of largely participatory research methods, by means of both 
structured and unstructured approaches. Twenty-five members of the MOWP were 
observed, surveyed, interviewed, and invited to participate in focus groups involving 
visual representation exercises and discussion. The data were analyzed through 
categorical aggregation. Systems of open-coding, triangulation (among methods of 
analysis and means of data collection), and saturation (through extensive member checks, 
external audits, and progressive visual graphs) were used to increase the trustworthiness 
of the study and counteract possible reactive forces of participatory research. The 
fmdings of the study showed that practices of homogeneity, homophily, and insularity 
allowed the MOWP members the benefit of creating and protecting a safe haven in which 
X 
to practice the scholarship of teaching. Simultaneously, efforts to preserve harmony 
discouraged attention to issues such as social justice and diversity, thus stunting 
recruitment and retention. It is recommended that similar groups create formal mission 
and vision statements, establish and maintain external funding resources from specific 
coalitions and stakeholders, develop a efficacious leadership structure to allow for a 
transparent connection between the network and larger umbrella organizations, 
streamline the number of groups in the network to produce meaningful work that will 
attract potential members and stakeholders, and use technology to link the group with the 
larger educational community. 
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CHAPTER ONE 
INTRODUCTION 
Teacher Inquiry as an Education Reform Strategy 
Teacher inquiry, which falls under the larger umbrella term of practitioner 
inquiry, involves kindergarten through university-level teachers of all subjects who use 
their classrooms as both sites of practice and sites ofresearch (Cochran-Smith & Lytle, 
2004). These teachers often make their research findings public through various venues 
(Bickle & Hattrup, 1995). Teacher inquiry requires the ability to engage in deep 
reflection and critical thinking of one's professional practice. It often occurs in a 
collaborative environment that nurtures healthy risk-taking in order to explore 
controversial topics that cross political boundaries or investigate issues of social justice 
(Cochran-Smith & Lytle, 2004, p. 607). 
As a practice associated with self-reflection and critical thinking that often leads 
to a change in practice--in the individual classroom or larger educational community--
teacher inquiry naturally challenges the status quo. The current incentive system of public 
schools in the United States, however, rewards teachers who maintain that status quo 
rather than supports those who ask questions or "teach against the grain" (Cochran-
Smith, 1991), as is the practice in teacher inquiry (Wood, 2007). The present era of 
accountability is littered with the practice of pay for performance by encouraging, and 
even forcing, teachers to teach to the test, robotically regurgitate lesson plans that are 
handed down to them by experts, and compete with each other for scarce resources. This 
system often can create hostile and toxic environments for the practitioner, in the form of 
1 
the school, the university, or the larger community, that are specifically 
counterproductive to the professional development of the expert teacher and generally 
counterproductive to collaborative practices such as teacher inquiry. 
Teachers can break free of this overregulation and become capable of conducting 
professional forms of inquiry that contribute to the larger educational community if they 
are allowed to develop the required skill set and are supplied with a non-toxic, nurturing 
environment. Teacher inquiry can lead to increased autonomy, a deeper understanding of 
the needs of students, and a stronger voice as educators explore the notions of "best 
practice" in their local contexts. Teacher inquiry helps change teachers from 
"technicians" to "teacher as professionals" and at times to an even higher level of 
professional practice such as "teacher as expert" and "teacher as scholar" (Bickel & 
Hattrup, 1995; Cochran-Smith & Lytle, 1999; Lieberman, 1989; Palinscar, Magnusson, 
Marano, Ford, & Brown, 1998; Wood, 2007). When teachers conduct research based on 
the local contexts of their classrooms and engage in the scholarship of teaching, the gap 
between practice and policy, "between a shared rhetoric of aims and the concrete and 
situated work of daily practice" (Ball, 1995, p. 356), begins to close, and what really 
works for students becomes central to educational discourse (Ball, 1995). 
Problems with Teacher Inquiry Efforts 
Cochran-Smith and Lytle Critique 
Cochran-Smith and Lytle (1999) identify five main criticisms that permeate the 
debates about teacher inquiry. The "Knowledge Critique" questions the very knowledge 
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that is generated from the practice of teacher inquiry and is based on the premise that 
"there is a formal, theoretical, or scientific form of knowledge" and that in order for 
teacher inquiry to be considered as research it "should be governed by the same 
epistemological traditions as research intended to generate formal knowledge" (p. 20). 
The "Science Critique," a subset of the Knowledge Critique, is fueled by the federal 
government's preference for supporting policies derived from scientifically based 
research (Sailor & Stowe, 2003). This critique questions the generalizability of teacher 
inquiry, highlighting its idiosyncratic nature due to its local context, small sample size, 
and variability of methods and procedures. The "Personal/Professional Development 
Critique" similarly argues that practitioner inquiry confuses general reflection and growth 
with scientific research and suggests that the practice can be so reflective it can move into 
the realm of egocentric or narcissistic thought, particularly in the case of self-study 
narrative. 
Sailor and Stowe (2003) argue against the Knowledge Critique, proposing that 
educators are the experts in the field and therefore have the best judgment regarding 
research and practice. They contend that the deference paid to scientifically based 
research seems to be "based on the perception that failure to achieve policy goals .. .is due 
to widespread professional failure to use best practice research methodologies" (p. 150). 
The "Methods Critique" concerns how data is collected and specifically focuses 
on the "insider" issue: a teacher who practices inquiry is both participant and researcher, 
forcing research to be more interpretive and less objective (Cochran-Smith & Lytle, 
2004). The concern from this standpoint is that the research inherently will be biased and 
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subjective, which does not follow the regimen of scientifically based research. Sailor and 
Stowe (2003) also attack the Methods Critique, arguing that "constructivist epistemology 
suffers the same constraints on veracity as does evidence generated with empirical 
methods," and question the assumption that the '"gold standard' for research in 
pharmacology and the medical community, randomized clinical trials, should also be the 
gold standard for educational research" (p. 150). 
The "Ends Critique" or "Political Critique" is concerned with the purpose of 
teacher inquiry, emphasizing the importance of taking a political stand and claiming that 
those who practice "benign" forms of teacher inquiry only are helping to reinforce the 
status quo. The Ends Critique calls for attaching more transformative social and political 
agendas to teacher inquiry (Cochran-Smith & Lytle, 1999). 
The Skills of Scholarship 
The first four critiques contend with a prevalent issue in American education: the 
deficiency of the "scholarship of teaching" in the recruitment, preparation, and retention 
of teachers. The "teacher as intellectual" perspective often focuses on the movement or 
change from one who receives and regurgitates information, or "teacher as technician," to 
a broader definition of"teacher as knower" (Cochran-Smith & Lytle, 1999, p. 16), 
teacher as researcher, and teacher as a source or origin of information and expertise 
(Bickel and Hattrup, 1995; Palinscar, et al. 1998; Wood, 2007). This re-conceptualization 
from teacher as passive agent to teacher as active knower requires a type of "intellectual 
flexibility ... essential to the collaborative process" because it will "challenge 
preconceived notions about basic givens in instruction and examine new ideas" (Bickel & 
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Hattrup, 1995, p. 50). 
Additionally, in order for teachers to participate successfully in inquiry, they also 
must have a well-developed leadership skill set, specifically the ability to handle 
increased responsibility for themselves and their students: "If teachers accept the primary 
responsibility for growing in expertise and professional judgment, they can respond 
effectively to student needs, [and] challenge fundamental issues of power, authority and 
control" (Wood, 2007, p. 710). Practitioner inquiry networks, such as Woolgar's (1988) 
Workbench Community, require additional skills and characteristics associated with 
leadership, including confidence, motivation, and drive in order to "jump into the fray" 
and "muddle through the muddy waters" when working in diverse inquiry groups 
discussing subjects that are often controversial or "risky" (Palinscar et al. , 1998, pp. 8-
11). 
Participants of practice-based inquiry need to have a "hard-nosed sense of 
modesty and a real capacity for making midcourse adjustments in the process" (Bickel & 
Hattrup, 1995, p. 51). The process of inquiry is non-linear and unpredictable, requiring 
participants to "make meaning of the change but the change must be implemented as well 
-a task that involves new players who, too, must make meaning of the change" (Bickel & 
Hattrup, 1995, p. 51). Practitioner inquiry cannot stop with reflection, but must continue 
with active involvement in the process of change. 
Comfort with Conflict and Risk 
Collaborative teacher inquiry requires instructional leaders to develop schools as 
sites of healthy risk-taking behavior, places where conflict can be used as an impetus for 
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inquiry. Teachers often believe "being visible and public can subject them to caprices of 
power" (Wood, 2007, p. 718). This perception is reinforced by the reward system of 
traditional schools, in which "teachers are more likely to be rewarded for compliance and 
conformity than for critical dialog, inquiry and innovation" (Wood, 2007, p. 709). The 
general push for accountability and the social force of compliance work against inquiry 
and questioning the status quo (Wood, 2007). "Fundamental changes in the incentive 
system" are needed in order to overcome "the conflict in priorities" (Bickel & Hattrup, 
1995, p. 46). 
The fact that conflict and teacher inquiry are inseparable is a challenge in the 
context of many traditional top-down American schools. Controversial or "messy" topics 
and conversations naturally come to the surface, including discussions about school 
structure, procedures, and culture, and this can feel threatening to administrators. 
"Practitioners cannot be both malleable and acquiescent and yet also assertive and 
exploratory" (Wood, 2007, p. 734), so conflict must be interpreted as an opportunity for 
deep inquiry and change. However, "this is not to suggest that a single, totalizing 
ideology is preferable. Ideological tensions can be healthy and productive. It is just that 
when these tensions lie underground--tacit and unrecognized--they cannot be deliberated, 
negotiated, and resolved" (Wood, 2007, p. 711). 
These conflicts extend beyond the K-12 classroom and into the university setting, 
where the need to have an environment that nurtures academic risk-taking and 
collaboration between teachers and faculty becomes equally important. When properly 
executed, teacher inquiry not only increases the autonomy, responsibility, and voice of 
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classroom teachers, but also potentially upsets a long-heldsystem of authority in which 
university faculty members were viewed as the experts, and the teachers were viewed as 
the amateurs or understudies ofthe professors. Cochran-Smith and Lytle (1999) highlight 
the struggle over power, stating, "Some of those in power at universities, see a change in 
the expected roles as abdication of authority, failure of leadership, or simply lack of 
knowledge and expertise" (p. 21), oftentimes the end result being a repressed debate 
fostered by anger and resentment and a misunderstanding of the purpose and value of 
teacher inquiry. 
Teacher Networks as Support for Teacher Inquiry 
Researchers and practitioners have highlighted the essential role of collaboration 
in the practice of teacher inquiry. An overly competitive or unsupportive environment is 
not a productive breeding ground for the reflection and risk taking necessary to conduct 
true inquiry. Unfortunately, many teachers find themselves in non-collaborative settings, 
unable to make connections with like-minded teachers who are engaged or wish to 
engage in the practice of inquiry. The result is that interested teachers often are forced to 
seek out others involved in teacher inquiry outside of their schools, creating teacher 
inquiry networks. 
Although research on teacher networks and .research on teacher inquiry is easy to 
access, I was unable to find any research on teacher inquiry networks. Even after a 
thorough review (including personal communication with teacher network researchers, 
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teacher inquiry researchers, and online network researchers) I still was unable to fmd any 
research related to the specific subject of teacher inquiry networks. 
Research Questions 
The primary question of this study was, "How does an organization dedicated to 
practitioner inquiry and teacher inquiry such as the Mid-Ohio Writing Project (MOWP) 
provide structure, leadership, and resources to support a network for inquiry?" 
This question suggested the need to describe the characteristics of the mature 
network through the investigation of several secondary questions: 
1. How has the MOWP managed to maintain an active and growing network 
since 1999? 
2. What characteristics of maturity does the MOWP demonstrate? 
3. How has the network spread throughout northeast and Mid-Ohio since 1999? 
4. Are there any structural factors that might explain the success of this network, 
including connections among members, connections among networks and 
groups, nature and development of leadership, or level of flexibility to adapt 
and change? 
5. How did/do the characteristics of the National Writing Project (NWP) 
influence the creation and the current work of the MOWP? 
6. What are the implications of the apparent success of the MOWP network for 
similar projects nationally and internationally? 
8 
Benefits from Research on a Network for Teacher Inquiry 
This study serves to fill a gap in the literature regarding teacher inquiry and 
teacher networks . While there is a massive amount of research in the area of teacher 
inquiry, and a substantial amount of research in the area of teacher networks, there has 
been no research on teacher inquiry networks, specifically the identification and 
sustainability of teacher inquiry networks. The fmdings of this study could be used by 
educators interested in teacher inquiry to develop and sustain networks for practitioner 
growth. 
In addition to conducting an eighty-page literature review for a previous course in 
my graduate studies, I also completed a semester-long independent study culminating in 
an anthology (see table 1) of fifty-three primary teacher research sources cross-
categorized by type (Cochran-Smith & Lytle, 2004), as well as format and content (for 
example, instruction, debate, policy, positionality [the act of the researcher considering 
relationships of insider/outsider status, social justice issues dealing with race, sexuality, 
religion, class, culture, and so on.] , etc.). 
Author Date Title Publication Category 
Esquith 2003 There Are No Shortcuts Pantheon Type: Narrative 
Freeman 1998 Doing Teacher-Research: From Inquiry Heinle and Heinle Instruction 
to Understanding 
Jackson 2007 Unmasking Identities: An Exploration of Lexington Books Positionality 
the Lives of Gay and Lesbian Teachers 
Metz 2002 The Uses of Practitioner Research and Educational Debate 
Status Issues in Educational Research: Researcher 
Reply to Gary Anderson 
9 
Hamre& 2004 Learning to Teach in Heterogeneous Journal ofTeacher Type: 
Oyler Elementary Classrooms Education Collaborative 
Zeichner 1998 The New Scholarship in Teacher Educational Research, Policy 
Education researcher & Practice 
Table 1: Sample of anthology of primary teacher inquiry resources 
I also conducted two thorough search efforts for previous works aligned with teacher 
inquiry networks in order to support the claim of a gap in the research. The first search 
occurred early during the pilot study and proposal preparation of my research, and the 
second occurred toward the end of my research to ensure that no new studies had 
surfaced since I began my own research. 
Using a variety of terms including "teacher inquiry networks," "teacher research 
networks," "practitioner inquiry networks" and various other combinations throughout a 
multitude of databases (including, but not limited to, JStor, ScienceDirect, ProQuest, 
ERIC, and Google Scholar) I was able to find some studies and articles that investigated 
peripheral topics. The most commonly related topics found were collaboration between 
teachers and university researchers or university program (Barnett, 2001; Bickel, & 
Hattrup, 1995; Cochran-Smith, 1995; Cornelissen, van Swet, Beijaard, & Bergen, 2011; 
Hamre & Oyler, 2004; Noffke, 1996; Palinscar, et al1998); evaluation ofteacher inquiry 
as a valuable and useful tool for professional development and pre-service preparation 
(Atwell, 1987; Bissex, & Bullock, 1987; Bussis, Chittenden, & Amarel, 1976; Butler & 
Schnellert, 2012; Carini, 1979, 1982, 1986; Cochran-Smith & Lytle, 1987; Duckworth, 
1987; Florio-Ruane & Walsh, 1980; Goswarni & Stillman, 1987; Gunter, 2001; Hofman 
& Dijkstra, 2010; Mohr & Maclean, 1987; Myers, 1985; Perrone, 1989; Strieb, 1985; 
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Traugh, Kanevsky, Martin, Woolf, & Strieb, 1986; Wells, 1994); articles debating issues 
of policy and ethics of practice (Anderson, 2002; Anderson & Herr, 1999; Beyer, 1988; 
Campbell, 2007; Caro-Bruce, Flessner, Klehr, & Zichner, 2007; Carr & Kemmis, 1986; 
Gutmann, 1990; Kemmis & McTaggart, 1988; McNiff, 1986; Noffke, 1998; Metz, 2002; 
Rudduk & Hopkins, 1985; Sailor & Stowe, 2003; Schon, 1995; Stenhouse, 1983; 
Trinder & Reynolds, 2000; Zeichner, 1999; Wood, 2007); and instructive material in the 
form ofhandbooks (Anderson, Herr, & Nihlen, 2007; Denzin & Lincoln, 1994; Erickson, 
1986; Freeman, 1998; Kamil, Mosenthal, Pearson, & Barr, 2000). 
Additi.onally, some quantitative projects have studied the sustainability and 
maturity of teacher networks in the context of online communities (Schlager, et al. 2009; 
Zuidema, 2012). These studies focused on specific cases in which networks reached a 
level of sustainability and maturity, but they did not indicate why these networks were 
able to reach this level of success--questions best answered through qualitative research. 
The item nearest my own research was a work titled "Thinking for Ourselves: 
Literacy Learning in a Diverse Teacher Inquiry Network" (Raphael, Florio-Ruane, 
Kehus, George, Hasty, & Highfield, 2001). This a.J.iicle is based on an awards acceptance 
address by the Teachers Learning Collaborative at the International Reading Association. 
Similar to the MOWP, the TLC is a network of three study groups, involving thirty 
members across southeastern Michigan, united by the desire to engage in scholarship of 
teaching and break free of the frustration prompted by isolation they experienced in the 
teaching profession. The eleven-page article primarily describes the structure of the group 
and the focus of the chosen inquiry question, "How can we re-engage low achieving 
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readers?" Unlike the MOWP, which is grounded in the belief of "teachers teaching 
teachers" and has functioned since 1999 with teachers as their core membership (with the 
exception of one faculty member), the Teachers Learning Collaborative argues for 
practitioner inquiry in the form of diverse membership involving both teachers and 
university faculty and university researchers. The article does not discuss issues of 
sustainability, maturity, or expansion, but it does investigate issues of measurement and 
student evaluation. 
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CHAPTER TWO 
LITERATURE REVIEW: TEACHER INQUIRY AND SUPPORT NETWORKS 
Teacher Inquiry 
Action Research 
The origin of action research is debated, with most historical works tracing the 
roots within the fields of social science, social philosophy, and social psychology, usually 
with a specific focus on the work of John Collier and Kurt Lewin (Noffke, 1997, p. 312). 
Both of these pioneers worked alongside educational leaders such as John Dewey and 
William Heard Kilpatrick to pursue issues of social justice through education. They 
interpreted the action research process as "collaborative: a group of people addressing a 
social issue" and as "cyclical, with each cycle of research affecting subsequent versions 
of planning, observation, and reflecting" (Kemmis & McTaggert, 1988; McTaggert, 
1991) rather than a traditionallinear .form. Additionally, both Collier and Lewin 
considered research participants to be "insider researchers," equally valuable as "outside 
researchers" to the process of social intervention and social reform (Noffke, 1997, pp. 
313-314). 
Many researchers, particularly in social sciences, associate action research with 
education, "But even a brief look at the literature reveals important differences in the 
processes as well as the purposes ofthe research" (Noffke, 1997, p. 5), which can be a 
source of confusion and debate. To help unpack the meaning and purpose of action 
research, Noffke (1997) categorizes the practice into three dimensions: the political, the 
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professional, and the personal (see Figure 1). Within the political dimension, "politics is 
seen as a constitutive element" (p. 306). To illustrate calls for political action research, 
Noffke cited Dr. Martin Luther King, Jr.' s call for research on civil rights and Lois 
Gibb's (published in 2010) research on the effects ofthe toxicity of the Love Canal. 
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Figure 1: Venn diagram demonstrating the Three Spheres of Action Research, based on 
Noffke ( 1997) 
In the professional sphere, practitioners shun the connection with politics and 
interpret action research as a more neutral practice that may recognize social goals but in 
which "the methods of science are seen as transcending the political process" (Noffke, 
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1997, p. 306). The attempt to bridge the gap between researchers and practitioners 
occurs, but the relationship of the two groups is not necessarily dramatically changed. In 
contrast, Noffke (1997) explains that the personal dimension promotes the primary 
benefits of action research as self-improvement and professionalization, leaving larger 
social change as a possible secondary side effect of practice. Although the work of this 
disse1iation originally was conceived as professional action research, the nature of the 
network studied and the shift of my role to participant observer as well as researcher 
forced me to consider the political and personal aspects as well. 
All three of these dimensions carry with them issues of power and control, and for 
this reason one could argue, as does Noffke (1997), that they all have underlying--if not 
overt--political elements. The boundaries between the spheres often are murky, and 
interpretations vary widely. In some cases there exist different camps, or voices of 
constituents, who commit themselves to only one sphere. Rather than as a source of 
conflict, I consider in my research all of these spheres of action research to be intertwined 
as seen in Figure 1. 
Practitioner Inquiry 
Practitioner inquiry can be viewed as a subset of action research. Words used to 
describe practitioner inquiry include action, collaborative, narrative, pedagogical, 
participatory, autobiographical, reflexive, and critical (Cochran Smith & Lytle, 2004, pp. 
603-604). 
Additionally, Woolgar (1988), a British sociologist who has studied the way 
scientists conduct research and interact with one another, coined the term "Workbench 
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Community," which involves a "small group of individuals who work closely with one 
another in on-going collaboration to solve problems of immediate concern" (Palinscar et 
al., 1998, p. 8). This type of community simultaneously serves to influence the larger 
professional community of scientists by requiring the practitioners "to determine how to 
represent their workbench artifacts to convey that they met expectations of that wider 
community" (Palinscar et al., 1998, p. 8). Through an educational lens, this type of 
program allows members of the broader educational community, such as researchers and 
policy makers, to be influenced by teachers while simultaneously bringing the insiders 
(teachers) closer to outside practices (research and policy development). 
Practitioner Inquiry in Teaching 
Types. Cochran-Smith and Lytle (2004) divide practitioner inquiry in teaching 
into five types: 
1. The Scholarship of Teaching & Learning, which involves university faculty in 
a higher education institution. 
2. Using Practice as a Site of Research, which involves university faculty in 
collaboration with practitioners. 
3. Self-Study, which involves narrative inquiry, biography, and higher education 
by teacher educators. 
4. Action Research & Participatory Action Research, which involves elements of 
social-critical theory focused on race, gender, and post-structural theory. 
5. Teacher Inquiry, which remains a hybrid of various practices, both 
independent and collaborative. 
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This division of practitioner inquiry can be misleading; often research studies fall into 
multiple categories (e.g., teacher inquiry in the form of self-study or teacher inquiry 
based on action research or participatory action research). Similar to Noffke's (1997) 
three spheres of action research, Cochran-Smith and Lytle's five categories of 
practitioner inquiry serve as more a guideline than a rigid division. The work for this 
dissertation focused on "teacher inquiry," specifically the inquiry conducted by K -12 
teachers, in conjunction with participant action research methodology. 
Confusions and distinctions among terms. In reference to teachers, Cochran-
Smith and Lytle (2004) defme practitioner inquiry "as a kind of conceptual umbrella to 
overview a number of different forms of practitioner-based study ofteaching, teacher 
education, and related issues" (p. 601). The definition expands to include: 
Inquiries ofK-12 teachers and prospective teachers, often in collaboration with 
university-based colleagues, who work in inquiry communities to examine their 
own assumptions, develop local knowledge by posing questions and gathering 
datum, and--in some versions ofteacher inquiry--work for social justice. 
(Cochran-Smith & Lytle, 2004, p. 607) 
Bickel and Hattrup (1995) expand this definition to add that inquiry is a means by which 
knowledge is generated for both the local school community and the larger educational 
community. Additional terms that have been used to describe practitioner inquiry include 
"action research," "teacher inquiry," "self-study," "narrative inquiry," "the scholarship of 
teaching and learning," and "the use of teaching as a context for research" (Cochran-
Smith & Lytle, 2004, pp. 603-604). My usage of"teacher inquiry" throughout this paper 
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is based on these two definitions and can be used interchangeably with "practitioner 
inquiry." 
Teacher inquiry as professional development. In education the term 
professional development refers to the ongoing acquisition and application of new skills 
as teachers "enhance their knowledge and develop new instructional practices" (Borko, 
2004, p. 3), in order to better serve the needs of their students and fulfill the notion of the 
teacher as a lifelong learner. Similar to notions of pedagogy, however, there are many 
different interpretations regarding "best practice" in the formation and implementation of 
professional development. 
The American Institutes of Research conducted a large-scale study to identify 
commonalities of successful professional development and increased student 
achievement (Guskey & Yoon, 2009). This study found that one major mark of success 
was in the fomi of workshops and summer institutes that "focused on the implementation 
of research-based instructional practices," which involved outside experts who "presented 
ideas directly to teachers and then helped facilitate implementation" (Guskey & Y oon, 
2009, p. 496). The findings of this study reflect a traditional, hierarchical or top-down 
view of professional development as the teacher receiving knowledge from an outside, 
expert source. 
In stark contrast to the American Institutes ofResearch study, Lieberman (1989) 
asserts that the best practice in professional development allows teachers to talk about the 
way they think, initiate change in their schools, go public with their teaching, engage in 
the practice of teachers-teaching-teachers, and participate in the leadership and 
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restructuring of schools. It is within this context of "collegial practice" in which teachers 
are participants rather than "conduits" of information that professional development 
"expands cognitive complexity, leads to thoughtful planning and reflective practice, and 
increases teachers' satisfaction with their work" (Lieberman, 1989, p. 79). 
Teacher inquiry is not just scholarship for the sake of scholarship, but a form of 
professional development connected to improvement in the classroom. As professional 
development, however, it is firmly rooted in this secondary explanation in which 
Lieberman (1989) describes the teacher as thinker or the teacher as scholar, rather than 
the teacher as technician who receives technical information from outside experts (Bickel 
& Hattrup, 1995; Cochran-Smith & Lytle, 1999; Lieberman, 1989; Palinscar et al. , 1998; 
Wood, 2007). Many educators, administrators, and policy makers interpret professional 
development in the technical sense described by Guskey & Y oon 2009. This may be why 
teacher inquiry is not often considered as a form of professional development; or, when it 
is considered and applied universally to a school site, many of its most basic tenets and 
principles of the practice (for example, the voluntary nature of reflection or the required 
trust for a healthy risk-taking environment) are violated, so teacher inquiry as a form of 
school-wide professional development typically is not a success. 
Historical context. In addition to Lewin and Collier' s work with action research, 
the American movement of progressive education at the turn of the century had a 
significant impact on the development of practitioner inquiry in teaching (Noffke, 1997). 
Educational theorist John Dewey argued that teachers should be reputable experimenters 
and, like reputable scientists, should discuss personal theories of classroom practice and 
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present issues and challenges to be studied. Based on these observations, experiments, 
and reflections, educators should attempt to improve practice. In reference to the Chicago 
Experiment of 1896-1903 at the his laboratory school, Dewey (1936) wrote, "The gap 
between educational theory and its execution in practice is always so wide that there 
naturally arises a doubt as to the value of any separate presentation of purely theoretical 
principles" (p. 463), explaining that the realms of theory, practice, and research needed to 
be integrated in order for progress to be made in American education. Dewey made this 
statement regarding a research experiment that took place over a century ago, · 
demonstrating that the concept of teacher inquiry and the call for inquiry and reflection 
has had a long tenancy in the American educational community. 
The 1950s "era of introspection" served as the setting for further groundwork for 
the initial development of practitioner inquiry infused with action research (Noffke, 
1997). A series of books, including Hopkins' (1954) The Emerging Self in School and 
Home , Jersild's (1955) When Teachers Face Themselves, and the teacher-learner research 
of Hilda Taba and Abraham Shumsky, led educators to begin to reflect on themselves, 
their schools, and subjects of conflict previously ignored (Noffke, 1997, pp. 317-318). 
Practitioner inquiry gained greater momentum in the United States in the 1980s 
due to a variety of factors, including published works (for example, those of the NWP), 
which represented a significant shift in move from viewing the educator as teacher as 
technician to teacher as a professional capable of collecting and interpreting his or her 
own research based on practice, rather than being handed results and recommendations 
from university researchers (Cochran-Smith & Lytle, 1999, p. 15). Internationally, 
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writers and publishers began to focus on teachers as agents of social activism and social 
change through action research, questioning the validity of outsider knowledge, and · 
recognizing the insider as the expert in the field of education (Cochran-Smith & Lytle, 
1999). 
Composed of school and university-based teachers and researchers who were 
dedicated to promoting the benefits of inquiry and teacher as knower, networks began to 
form. The members of these networks began to put their beliefs into action through 
teacher education and professional development (Cochran-Smith & Lytle, 1999). 
Simultaneously, the Soviets ' gains in the space race ignited concern over the strength of 
public education in the United States, a discussion often centering on " 'blaming' teachers 
for the failure of American education" (Cochran-Smith & Lytle, 1999, p.16). This 
ongoing discourse of blaming teachers roused teacher inquiry network members to take 
action through publication, highlighting and promoting the potential power of teachers as 
social agents in American schools. 
Despite the ongoing production of articles and books about the practice of teacher 
inquiry and the formation of networks of teachers attempting to turn beliefs into action, 
the practice of teacher inquiry remained widespread but sparse and silent: a type of 
underground counterculture in American education. Teacher inquiry, famously described 
as "a battle ofthe snails" (Schon, 1995, p. 31), was making progress, but very slowly. 
More recently, the move toward accountability through methods such as high-
stakes testing and performance-based pay has increased the level of competition among 
schools and even within schools, creating environments that run counter to the 
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development of the cooperation and collaboration needed to foster the trust and risk-
taking required for teacher inquiry. In general, the focus on accountability has served to 
change the American perception of schooling and of the role of teachers to a technical 
vision. Now, educators who want to meet to support each other in teacher inquiry face the 
additional challenge of fighting merely technical understandings of their work and the 
policies that are intended to enforce the view of teaching as a technical craft. 
Networks for Teacher Inquiry 
Network Theory 
Network theory has developed in a variety of fields since its introduction into the 
academic and research sectors approximately forty-five years ago, with an exponential 
growth of more publications containing "social network" in the abstract or title between 
the 1970s and 2010 (Borgatti & Foster, 2003, p. 993). With so much research in so many 
disciplines in such a condensed period of time, Borgatti and Foster (20 1 0) found the need 
to undertake a review, analysis, and classification of the research, including terminology 
and network consequences. Here I provide a brief overview of some concepts relevant to 
this study, including social capital, board interlocks, joint ventures and inter-firm 
alliances, group process and homophily, and contagion. 
At the most basic level of network theory is the idea that networks are made up of 
nodes 
--the individuals, agents, or actors who are members of the network--and ties representing 
some type of interdependency ranging from friendship to special interest (Borgatii & 
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Foster, p.992, 2003). In the case ofthis study, the specific source of interdependency is 
the practice of teacher inquiry, and more generally the scholarship of teaching. Nodes can 
have multiple ties, as is the case with the Mid-Ohio Writing Project (MOWP) where 
nodes (or MOWP members) often are connected by mutual ties of membership in 
independent groups such as the Leadership Team and the Teacher Inquiry Group and the 
Advanced Institutes. 
Social capital is defined as "broad cross-cutting interconnections among all group 
members" (Borgatti & Foster, p.994, 2003) and generally is associated with the "value of 
connections" (p.994). Borgatti and Foster cite Putnam's (2000) example of bowling to 
explain the concept of social capital: In recent years the sport of bowling has increased in 
popularity, but bowling leagues have been unable to thrive successfully (p. 995). While 
this is not a perfect comparison to teacher inquiry, it does relate to the study at hand: 
teacher inquiry has steadily maintained an interest within the field of education since its 
grassroots heyday in the 1960s and 1970s, yet teacher inquiry networks have not 
managed to develop the cross-cutting interactions necessary to become more visible and 
less fractured. 
Board interlocks translates to "ties among organizations through a member of one 
organization ~itting on the board of another" (Borgatti & Foster, 2003, p. 997). While this 
concept historically was researched in the areas of sociology and management, it 
demonstrates how organizations relate to one another on a general level, including how 
"organizations reduce uncertainties and share information about acceptable and effective 
corporate practices (Borgatti & Foster, 2003, p. 997). While the MOWP is not a 
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corporation, it can be analyzed as an organization through a sociological lens, and thus 
the director can be seen as an interlock or tie between the MOWP and the larger umbrella 
networks such as the NWP and the university. 
Joint ventures and inter-firm alliances traditionally focuses more on how and why 
networks choose their connections, but it also has a direct connection with social capital 
theory : increased alliance or interlocks allow networks to gain "access to information 
and knowledge resources that are difficult to obtain by other means and which improve 
firm performance and innovation" (llinitch, D' Aveni, & Lewin, 1996; Kale, Singh, & 
Perlmutter, 2000; Kogut in Borgatti & Foster, 2003). In other words, increased 
collaboration with a variety of groups or interlocks is more likely to lead to increased 
innovation and higher achievement. Together these three notions--social capital, board 
interlock, and join ventures--highlight the relationship between "weak" or "strong" ties, 
determined by the level of involvement a node has within a network, and the shape of ties 
as "loose" or "tight." Loose networks are often, though not exclusively, associated with 
innovation and creativity, as members across groups hold heterogeneous concepts and 
beliefs, leading to creative tension. In contrast, strong ties can result in cliques in which 
network members share homogeneous views and concepts and the role of innovation is 
less prominent. 
One specific concept under the larger category of group processes is homophily, 
or "like to like" and focuses on how "physical proximity, similarity of beliefs and 
attitudes, amount of interaction, and affective ties are interrelated" (Borgatti & Foster, 
2003, p. 1000). There is research on both the positive and negative outcomes of 
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homophily: 
On the positive side, interacting exclusively with similar others is thought to be 
efficient to the extent that similarity (a) facilitates transmission of tacit knowledge 
(Cross, Borgatti & Parker, 2001, p. 229), (b) simplifies coordination (Ancona & 
Caldwell, 1992; O'Reilly, Caldwell & Barnett, 1989), and (c) avoids potential 
conflicts (Pelled, Eisenhardt & Xin,1999; Pfeffer, 1983). On the other hand, 
limiting communication among dissimilar others prevents a group from reaping 
the benefits of diversity and promotes us-versus-them thinking (Krackhardt & 
Stern, 1988). At the individuaUevel, homophily is seen as a mechanism 
maintaining inequality of status for minorities within organizations (Borgatti & 
Foster, 2003, p. 999) 
Finally is the notion of contagion, a theory that attempts to explain how culture 
and ideas spread through the interaction of actors within a network. From a group 
perspective, "actors are mutually influencing and informing each other in a process that 
creates increasing homogeneity" (Borgatti & Foster, 2003, p. 1005). Essentially, strong 
ties create homogeneous group thought. 
According to Judith Fusco (personal communication, November 11, 2010), a co-
author on a paper about online teacher networks (Schlager, Farooq, Fusco, Schank, & 
Dwyer, 2009) and a researcher at SRI International (originally founded as the Stanford 
Research Institute but now an independent organization), a "nonprofit, independent 
research and innovation center serving government and industry" (SRI International, 
2014a) which researches educational i~sues including "teacher professional development 
25 
programs, courses, and new approaches, such as using social networks . . ... strategic 
teaching moves and adaptive expertise in teachers' professional learning" (SRI 
International, 20 14b ), there are no rigid defmitions ·of networks. This is a sentiment 
echoed by other network theory researchers (Borgatti & Foster, 2003; Loblich & Pfaff-
Rudiger, 2011) in many disciplines. Additionally, the vast majority of the research in 
network theory has focused on the consequences of networks, rather than the structure of 
networks (Borgatti & Foster, 2003). While this has helped to earn "legitimacy" for the 
field of the study, it has hindered the development of clear structural definitions . 
Consequently, it is necessary to determine the definition of a network for this 
particular study, a defmition based on network theory but taking the discipline of teacher 
inquiry into account. Therefore, for this study a teacher network is one that allows people 
who normally would not be in touch with each other to come into contact, often in the 
shape of a loose network in which diversity across grade level, subject matter, and 
location is valued. In this sense, a school-based professional learning community would 
not be considered necessarily a teacher network, because its members are people who 
interact with one another on a regular basis. However, a district initiative involving 
professional learning communities in which teachers who do not normally work with 
each other come together would fit this definition. Success of teacher inquiry networks 
would be determined by three hallmarks: maturity, sustainability, and expansion. 
Successful Networks 
While there is extensive research on teacher networks and teacher inquiry, there is 
a gap in research and literature focused on teacher inquiry networks. Consequently, I did 
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not have an ideal type or previously built framework on which to define a successful 
teacher inquiry network. Based on my personal contact with Dr. Fusco and Dr. Schank 
(personal communication, November 11, 2010) of SRI, discussion with my advisor Dr. 
Tate, methodological advisement from my fourth reader Dr. Rolle, and a review of the 
literature available on network theory, I considered sustainability, maturity, and (to a 
lesser extent) expansion to be types of golden hallmarks of successful teacher inquiry 
networks. 
Maturity. In the context of networks, maturity can be an age or number of years, 
but it also can exhibit a quality or set of conditions allowing members to have the "right 
types of conversations" (J. Fusco, personal communication, 2010). In the case of teacher 
inquiry networks, maturity is interpreted as "creating a culture that allows people to talk 
about issues in a critical way without feeling fear" (J. Fusco, personal communication, 
2010). In the MOWP, maturity was demonstrated through the expression ofthe members' 
expertise in teaching as seen through discussion, descriptions, and presentations of their 
classroom practice, particularly through the group's focus on integration of subjects and 
differentiation for students by interest, ability, and product. Maturity also was seen 
through additional discussions in various forms such as debate, inquiry, and impromptu 
banter dealing with educational issues ranging from parent involvement and grading 
systems to pay for performance and national standards. Finally, the group's methodical 
study, practice, and presentation of teacher inquiry--with a final product of a book 
pending publication--exemplified the notion of maturity. 
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Sustainability. Sustainability is "what keeps people coming back" to the network 
(J. Fusco, personal communication, November 11, 2010). Sustainability may be 
maintained in various forms: individual payment in the form of grants, funding for a 
project, recognition in the community, or camaraderie in the face of isolation (J. Fusco, 
personal communication, November 11, 2010). In this study, the MOWP had sustained 
itself since 1999 through the financial support of the National Writing Project (NWP), the 
Mid-Ohio University (a pseudonym has been used for the university), and a core group of 
dedicated members. During the study, the concept of sustainability became the most 
crucial factor as the members faced survival in a time of crisis. The MOWP experienced 
an expected changed in leadership and an unexpected loss in funding at the same time, 
and the members were forced to choose whether to sustain MOWP independently of the 
support of the umbrella organizations or to dissolve. The members chose to sustain their 
group through a variety of methods, and they continue to meet and work and have 
discussed rejoining the NWP and the university. At this time they are considering 
becoming a pilot program for a joint project between the Algebra Project and the MOWP 
at the Mid-Ohio University. 
Expansion. The existence of maturity .and sustainability, however, do not ensure 
expansion. A network can be immature in substance and age and extremely expansive in 
size or numbers, such as Facebook. A network also can be expansive but short-lived (J. 
Fusco, personal communication, November 11, 2010). 
In some cases, maturity and expansion work together to promote traditional 
growth in areas such as the number of members, number of groups, and size of groups. In 
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other cases, such as with the MOWP, expansion is not as obvious. In this study, for 
example, maturity included production of documents (books, articles, manuals), 
presentations (in-service training, conferences), and connections (renewed connections 
within the MOWP network, initiation of new connections). These activities served to 
inform a larger audience and create a greater network even though they did not fit the 
typical definition of expansion as a larger number of members or "groups." 
Behavior in Homogeneous and Heterogeneous Networks and Small Groups 
In studying the role of diversity in dialogue and deliberation, Abdel-Monem, 
Bingham, Marincic, and Tomkins (20 1 0) state, "The experiences of different cultural 
groups give rise to different perceptions of the world, and one of the advantages of 
belonging to dominant groups is that their preferred ways of communicating are 
privileged" (p. 750). Members of "cocultural" groups, or groups made up of members 
maintaining a minority group or non-dominant status, may attempt various strategies to 
engage in discussion with dominant groups in which a particular means of 
communicating is privileged, but that "does not necessarily or consistently result in 
inclusive interaction in diverse deliberative groups, and these individuals should not have 
to solely shoulder the responsibility to produce such interaction" (Abdel-Monem et al. , p. 
751). 
The benefits, however, of making these cultural changes and increasing group 
heterogeneity can be tremendous. For the purposes of this study, I will refer to the 
extremely thorough literature review of Abdel-Monem et al. (2010) to cite the potential 
benefits of racially diverse groups: 
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1. May be better at generating creative ideas than homogeneous ones (McLeod 
& Lobel, 1992; McLeod, Lobel, & Cox, 1996), 
2. Consider more information and perspectives (Sommers, 2006), 
3. Facilitate positive learning behavior among team members (Gibson & 
Vermeulen, 2003) 
4. Increase morale within the group (Jehn, Northcraft, & Neale, 1999) 
5. Outperform homogeneous ones after time on select outcomes (Carte & 
Chidambaram, 2004; Watson, Johnson, & Zgourides, 2002; Watson, Kumar, 
& Michaelson, 1993) (Abdel-Monem et al., 2010, p. 751) 
The findings of this dissertation are illuminated by the network theory notions of 
social capital, board interlocks, joint ventures and inter-firm alliances and by the negative 
consequences ofhomophily, the notion that diversity breeds innovation and achievement, 
while homophily hinders innovation and achievement. 
Development of Teacher Networks 
During the 1960s and 1970s, teacher learning centers became a popular link 
between university practice and local schools. Grassroots teacher inquiry and research 
programs, such as The North Dakota Study Group and The Teacher Education Center at 
the University of South Florida, were founded based on new concepts of education being 
published during that time period (Ballenger, 1999). Ideas such as "teachers as experts" 
and "teachers as knowers" (Cochran-Smith & Lytle, 1999, p. 16) permeated the literature, 
calling the status quo into question. Lieberman (2002) noted that these types of grassroots 
learning communities were not constrained by the rigid boundaries often found within the 
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school setting and were driven successfully by teachers teaching teachers rather than by 
the traditional professional development work of outside experts feeding knowledge to 
teachers as technicians. 
It was during this time that Jim Gray (2000) planted the seeds for what eventually 
would become NWP with his belief that: 
The knowledge successful teachers had gained through their experience and 
practice in the classroom was not tapped, sought after, shared or for the most part, 
even known about. .. .If there was ever going to be reform in American education, 
it was going to take place in the nation' s classrooms. And because teachers ... were 
in those classrooms .. . teachers had to be at the center. (p. 50) 
Gray ' s NWP was based on the premise of teachers-teaching-teachers, allowing for a self-
perpetuating cycle that built a cadre of expert practitioners: "Successful teachers teach 
other teachers how to become more successful through in-service workshops, and these 
teachers are later identified as candidates for the Summer Institute" (p. 73). Gray also 
emphasized the importance of diversity, often referring back to his own experience 
teaching in diverse settings and with diverse student populations. He cited the need to 
find applicants who represented a "mix of elementary, secondary, and college teachers, 
men and women from various ethnic backgrounds, teachers from bilingual and ESL 
classrooms, and teachers from disciplines other than English" (p. 72). Though Gray 
personally identified with the movement to improve writing, he did not limit the NWP to 
teachers of writing; he viewed writing as a universal tool, a means to "cross-pollinate" 
successful teaching throughout the Summer Institutes. 
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Gray (2000) claims that he had always had a vision that "all of the nation' s 
classrooms will eventually be staffed by successful and fully informed teacher-scholars" 
(p. 95). Richard Sterling, Executive Director of the NWP, reminisced that Gray often 
asked teachers to compare themselves to surgeons, engineers, and other professionals, 
asking them, "When you reflect on your practice, how can you explain why you do what 
you do?" (in Gray, 2000, p. xiii.) The NWP followed through by creating and exchanging 
artifacts among the larger educational community, and their publication program "soon 
had teachers becoming researchers ... our publishing program [serving as] another 
powerful way to disseminate information and practices" (p. 126). 
Teacher Networks in the 21st Century 
Teacher networks are similar to other collectives in education, such as 
professional learning communities (Dufour, 2004; Stoll, Bolam, McMahon, Wallace, & 
Thomas, 2006) and teaching communities of practice (McLaughlin & Talbert, 2001). 
Some of the largest teacher networks include the American Education Research 
Association, the National Board for Professional Teaching Standards, and the NWP. 
Studies focused on teacher networks often focus on online communities, using 
quantitative methods such as statistics and sociograms to analyze the strength of 
connections among network members and to study the content and medium (chat groups, 
threaded discussion forums, online webinars, etc.) of member interaction. However, 
researchers are hampered by the limited availability of teacher networks for study 
because many networks never reach a state of maturity (Schlager et al., 2009). Even if 
such networks could be found, quantitative research should not be expected to reveal 
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deep and meaningful information about the maturity, sustainability, and expansion of 
teacher networks; qualitative analysis is required to determine what makes the successful 
teacher networks tick. 
The findings of my pilot study research suggested that there are two types of 
teacher inquiry networks: a top-down model and a bottom-up, or grassroots, model. The 
top-down model involves a larger institution, usually a university, which has a specific 
teacher inquiry program or agenda. People throughout the state, region, nation, or even 
world attend the university's program, learn about or engage in teacher inquiry, and take 
what they have learned back to their local communities. Examples of a top-down model 
would be the Bread Loaf Rural Teacher Network, sponsored by Middlebury College in 
Vermont and associated with Clemson University in South Carolina, and the Cooperative 
Research and Extension Services for Schools (CRESS) teacher inquiry network at the 
University of California at Davis. 
The second type of teacher inquiry network would be the grassroots format. In 
this model, a group of practitioners at a local school or district congregate to discuss best 
practices and engage in teacher inquiry projects. These are local collaborative 
communities made up of reflective practitioners who desire support from other 
professionals struggling with or questioning similar issues of practice. These teacher 
inquiry networks are more idiosyncratic, as they are based on their local contexts. They 
may be less structured than a university program or have a larger variety of teacher 
inquiry options, rather than follow a pre-set agenda or formula produced by a larger 
institution. An example of a local grassroots program would be the Brookline Teacher 
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Inquiry Seminar, founded in 1989 by speech and language pathologist Steve Griffin in 
Massachusetts, who questioned the disproportionate number of minorities identified with 
speech and language disorders. Griffin pulled together a group often to twelve teachers 
and two additional linguists who were also struggling with similar questions of race and 
equity (Ballenger, 1999). Additional grassroots examples include the Prospect Center and 
School based on Patricia Carini's Descriptive Review Process and student portfolio 
program, and the Progressive Educators ' Network. 
I performed a closer examination of the teacher network models and discovered 
that there is a third type of model, a type which seems to change as it goes through an 
organizationallifecycle. It begins as an example of a grassroots, bottom-up model then 
grows to become a larger umbrella organization resembling a top-down model, and 
eventually serves as a type of parent organization to new surrogate grassroots models. 
The NWP is a good example of this third type of teacher network. While the NWP goes 
to great lengths not to become a top-down organization but continue as a coordinating 
agency that consolidates efforts and resources, it does have to negotiate organizational 
life as an expansive institution with more than 200 sites, various forms of funding--
including federal authorization as an education program and a core grant from the U.S . 
Department of Education--a grassroots origin, and a commitment to the notion of 
"teachers at the center" (Gray, 2000). 
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Organizational Analysis 
The Bolman and Deal Framework 
In 1984, Bolman and Deal presented a four-frame model for organizational 
analysis. Over the past thirty years, significant changes and updates have been made to 
the model, but the basic format remains in place: four frames (political, structural, human 
resources, and symbolic) "used as a mental map ... to help you understand and negotiate a 
particular ' territory"' (Bolman & Deal, 2003, p. 12). Each frame represents a set of 
concepts and has a specific lens through which one can apply various theories of 
organizational analysis, and each frame highlights ideas (for examples, the role of 
conflict, the similarity between stakeholders or coalition members and nodes or actors, 
the need to belong compared to theories ofhomophily, etc.) comparable to those 
previously discussed in network theory. 
The political frame, marked by conflict and coalitions, interprets organizations as 
"arenas, contests, or jungles" in which "parochial interests compete for power and scarce 
resources" (Bolman & Deal, 2003, p. 15). The structural frame "emphasizes goals, 
specialized roles, and formal relationships," while the human resources frame is based on 
the psychological understanding that "an organization is much like an extended family, 
made up of individuals with needs, feelings, prejudices, skills, and limitations" (p. 14). 
The symbolic frame, embedded in theories of social and cultural anthropology, "treats 
organizations as tribes, theatres, or carnivals" and "abandons the assumptions of 
rationality more prominent in the other frames" (p. 15). 
35 
Political Frame 
Organizations as coalitions. Members may belong to several coalitions, and 
different coalitions do not necessarily share the same goals. Coalition members must 
allocate scarce resources, such as time and effort, in order to make decisions about the 
advancement of initiatives as they participate in various organizations. A political view of 
organizational life suggests that "individuals and groups have their insular objectives and 
resources, and they bargain with the other players to influence goals and decisions" 
(Bolman & Deal, 2003, p. 190). 
A traditional school is often made up of coalitions, some of which include grade-
level instructors, subject matter specialists, collegial friends, and even inquiry groups. 
Teachers compete with administrators to be heard and have their individual and group 
needs fulfilled. Oftentimes, teachers bargain with administrators to fend off an overload 
of initiatives (in some cases, forced participation initiatives), including practitioner 
mqmry. 
Sources of power. The leader of an organization needs to become either an 
insider in order to have access to information and expertise, or an ally with an insider 
who can be a liaison between coalitions. Promoting from within and recognizing 
expertise can give the leader the leverage needed to carry out an initiative. A leader can 
be at the top of the organization' s hierarchy without having access to inside information, 
which, according to Bolman and Deal (2003), puts the leader at a distinct disadvantage 
because "power flows to those with information and know-how to solve problems" (p. 
194 ). In the context of a school, the administrator' s formal authority is high; if her access 
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to information and expertise is low, the result can be lack of employable power. 
Distribution of power. Bolman and Deal (2003) contrast two systems of power: 
over-bounded systems in which "power is highly concentrated and everything is tightly 
regulated," including politics; and under-bounded systems in which "power is diffused 
and the system is very loosely controlled .... And [there exists] an open invitation to 
conflict and power games" (p. 196). While public schools in the United States have 
become places run by top-down hierarchies forced to comply with state and federal 
regulations, much of the power often remains in the hands of coalition members--teachers 
who have direct access to students. This dual power scheme makes schools an under-
bounded, loosely coupled system often marked by conflict and uncertainty. In sharp 
contrast, the collaborative practice of teacher inquiry is often based on notions of 
collegiality, mentorship, and shared power. When these counterculture teacher practices 
are placed into the larger context of the loosely coupled school, their "activity is forced 
underground" (p.197), preventing teachers from going public and making their voices 
heard. 
Conflict in organizations. In Bolman and Deal's (2003) political frame, conflict 
is viewed as something that not only is inevitable, but also can be positive, an agent of 
change that can challenge the status quo and stimulate interest among coalition members 
(pp. 197 -198). The avoidance of conflict in hopes of maintaining a harmonious school 
atmosphere does not make sense in the context of the practitioner inquiry framework, 
either. The nature of practitioner inquiry encourages conflict, seeing conflict as part of 
the process of deep learning, which occurs among colleagues when true inquiry occurs. 
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Inquiry groups will not succeed until conflict is embraced and appropriately modeled by 
a school's administration. 
Morality and politics. Bolman and Deal (2003) specifically cite the role of 
openness as key element to the morality of politics. An organization's members must ask 
themselves, "Are we willing to make our thinking and decisions public and 
confrontable?" (p. 218). This issue often can be seen in the decision whether to make data 
public or private. If a school has decided to engage in practitioner inquiry, the 
practitioners must have access to the data that can drive inquiry, even if the data 
traditionally are held privately by the administrators. 
Structural Frame 
Structural imperatives: nature of the workforce. According to Bolman and 
Deal (2003), as the levels of education and professionalism increases, desire for 
autonomy and discretion also increases (p. 65). In an educational landscape, 
professionalism could equate to practitioners who are licensed in the area they are 
teaching and are considered highly qualified according to state definitions. A higher level 
of expertise, however, would involve sophisticated practice by educators who 
demonstrate an ability to engage in critical thinking, problem solving, inquiry, and 
reflection. Teacher inquiry is a practice that can serve as a means for expert teachers to 
nurture their sense of autonomy and expertise. If, however, teacher inquiry is placed 
within the context of a traditional school hierarchy with traditional power dynamics, this 
practice of thinking deeply and collaborating may be jeopardized. 
38 
Environment. Bolman and Deal (2003) also stress consideration of the 
environment as stable or unstable. A stable environment that is "relatively homogenous, 
stable, and [has] predictable outside influences .. . [and hence] requires a simple 
organizational form" (p. 61). In contrast, an uncertain and turbulent environment 
"requires a more complex and adaptable structure .... [with] more elaborate approaches to 
lateral and vertical coordination . ... [which come] from a dense network of horizontal 
relationships" rather than the traditional top-down pyramid (p. 61 ). A turbulent 
environment in schools may be characterized by a change in principals, a building with a 
physical structure that induces isolation, or constraints of time and space due to the 
adoption of a new logistical practice such as block scheduling. 
Structural dilemmas: underuse vs. overload. According to Bolman and Deal 
(2003), underuse of a worker can lead to incomplete work and boredom (p. 70). In 
contrast, overload can lead to decreased quality and a lack of investment in one's work. 
Time and effort are limited resources, and when overload pushes resources and people to 
the breaking point, the quality of the initiatives suffer (p. 70). Teachers are much more 
often overloaded rather than underused. If a school chooses to engage in practitioner 
inquiry, the leadership must prioritize additional current and future initiatives, clearly 
communicate these priorities to the faculty, and support these priorities through direct 
and efficient actions. Otherwise, practitioner inquiry can become just another initiative 
and resistant teachers can wait it out rather than accept the responsibility of more work 
for uncertain benefits. 
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Team structures. A traditional structure with a simple hierarchy "limits access to 
the top" and, at the same time, can cause "friction between operational and top-level 
management" (Bolman & Deal, 2003, p. 97). This can be a strong source of tension 
between the members and leaders. If members do not feel that the leadership is accessible 
and that a consultant must be used as a middleman, they may be reluctant to divulge 
information. Thus, channels of communication could remain weak and levels of trust 
could remain low. Teachers sometimes experience this in schools when an outside 
consultant-particularly a consultant without a background in education-is hired to lead 
or implement an initiative, rather than an insider (administrator or practitioner) serving as 
an instructional leader who can provide accessibility to all members. 
Why restructure? Generally speaking, restructuring is inevitable: stability leads 
to increased growth, which leads to increased misalignment and the need for restructuring 
(Bolman & Deal, 2003, pp. 83-85). In schools, for example, a change in demographics--
such as an increase in English Language Learners--is a common impetus for the 
restructuring. Teachers are presented with a new group of students who have a specific 
need and specific challenges. Working in isolation is no longer an option. Colleagues 
must come together if they are to develop strategies to differentiate for the needs of a 
diverse student population in order to adapt and reestablish stability. 
Human Resources Frame 
Maslow's Hierarchy of Needs. Abraham Maslow, an existential psychologist, 
developed what is arguably the most influential needs-based theory. According to 
Maslow (1943), human needs can be categorized into five hierarchical groups: 
40 
physiological (the lowest and most basic of needs), safety, belonging, esteem, and self-
actualization (the highest in the hierarchy). 
Physiological needs are the most basic needs for survival that include, but are not 
limited to, "hunger, sex, and thirst" (Maslow, 1943, p. 373), while safety is extended to 
include protection from extreme dangers such as "wild animals, extremes of temperature, 
criminals, assault and murder" to more sedate measures of safety such as protection of 
property, a stable source of income, and the comfort of religion (p. 376). Belonging 
includes a desire for friends, a place in a group, and affection from others (Maslow, 
1943), and esteem is defined as "the need to feel valued and to value oneself' (Bolman & 
Deal, 2003, p.117). Self-actualization, the highest point in the hierarchy, is interpreted in 
Bolman and Deal as "the need to develop to one's fullest, to actualize one's potential" (p. 
110). 
Teacher inquiry requires collaboration among individual practitioners in order to 
achieve success as a group. At the core of this success is the need for belonging, esteem, 
and self-actualization. Reflecting on practice and engaging in critical thinking in a 
collaborative, non-threatening group of peers can fill the need for belonging, a need that 
is often not met in schools where traditionally, "[asking] a colleague about a 'problem' in 
one' s teaching would probably seem like an accusation" rather than an "invitation" for 
inquiry and research (Bass, 1998). When belonging is met through the collaborative 
nature of teacher inquiry, teachers ask hard questions about their practice, engage in the 
rigorous practice of research through the support of their peers, and ultimately improve 
their practice, resulting in a positive outcome as well as personal or group achievement 
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that fulfills the need for self-esteem. The need to self-actualize and develop to the fullest 
requires a commitment to long periods of inquiry and reflection. To foster self-
actualization, a person (or a community) must move beyond perception and esteem, and 
into a deeper understanding and questioning of individuals' purposes and professed goals. 
Many of the more active members of the MOWP reported that they felt a strong 
sense of belonging in the group, but they realized that strong ties also could keep out 
others. It was hypothesized (by both the MOWP members and by me) that the MOWP 
was historically unable to recruit and retain members of diverse, heterogeneous 
backgrounds because these recruits felt like outsiders, as if they did not belong, a notion 
that parallels several previously discussed theories within network theory and small 
group dynamics. Most members fulfilled their needs for belonging by engaging in 
collaborative or parallel inquiry, but some were able to set aside a sense of irnmersive 
belonging in order to achieve self-actualization. 
McGregor's Theory X and Theory Y. Bolman and Deal (2003) fold into their 
human resource frame a model of worker motivation by McGregor (1960). Bolman and 
Deal interpret Theory X as applying to a motivational environment where the goal is to 
"avoid conflict and satisfy everyone's needs . ... The usual result is superficial harmony 
with undercurrents of apathy and indifference" (p. 118). Ultimately, the result is a self-
fulfilling prophecy, causing employees to conform to manager's expectations. In the case 
of education, if an administrator assumes there is distrust and lack of esteem among the 
teachers, distrust and low esteem will be nurtured. 
Theory Y explains that negative employee behaviors including "passivity, 
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hostility, and refusal to accept responsibility" are a result of the "deprivation of [the 
employees'] social and egoistic needs" (Bolman & Deal, 2003, p. 119). According to 
Theory Y, it is the leader's responsibility "to arrange organizational conditions so that 
people can achieve their own goals best by directing their efforts toward organizational 
needs" (p. 119). 
If practitioners continue to respond with apathy and passivity, leadership must 
consider whether Maslow's Hierarchy ofNeeds has been fulfilled. Perhaps a lack of 
esteem and self-actualization is promoting a superficial harmony, a condition that will 
thwart the development of mature and sustainable practitioner inquiry. 
Argyris's Theory of Personality and Organization. According to Bolman and 
Deal (2003), Argyris's (1957) Theory of Personality and Organization is based on the 
premise that there is a "basic conflict between human personality and how organizations 
were typically structured and managed .... People have basic 'self-actualization trends"' 
(p. 119) and problems arise if the organization continues to treat the workers like 
children, despite the ongoing maturation of the employees. The result is unmotivated and 
unsatisfied employees who search for a means to escape the frustration produced by the 
human-organization conflict. If educational leaders are genuinely trying to move a school 
from a culture of isolation and antagonism to a culture of collaboration and inquiry that 
encourages professionalism and maturity, they cannot handle practitioners with kid 
gloves and be afraid ofupsetting anyone or overturning the seemingly harmonious 
atmosphere. 
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Getting it right. Bolman and Deal (2003) discuss practices that organizations 
need to "get it right" in order to support employees successfully (pp. 137-154). Two of 
these practices include hiring the right people and keeping employees. Bolman and Deal 
propose that a leader can keep the right employees through high-quality rewards, job 
protection, promotion from within, or recognition as expert (pp. 137-154). Unfortunately, 
many educational leaders are limited in these areas by bureaucratic restrictions. However, 
volunteer organizations--including the MOWP--have more flexibility. 
Symbolic Frame 
Vision. Bolman and Deal (2003) describe vision as a means of turning "an 
organization's core ideology or sense of purpose into an image ofwhat the future might 
become ... a shared fantasy illuminating new possibilities" (p. 252). A vision can be 
expressed through strategic plans, documents carefully created by multiple coalition 
members, ultimately to be presented to all of the stakeholders. The strategic plan defines 
the organization's vision in the form of specific short- and long-term goals, details the 
tactics employed to reach these goals (such as the allocation of resources like time, 
energy, fmancial, personnel), and specifies the metrics used to measure those goals (test 
scores, raised capital, attendance). If a school's vision involves a commitment to teacher 
inquiry, the School Improvement Plan can serve as the strategic plan, with resources for 
professional development initiatives positioned toward research and scholarship and 
measurements focused on increased voluntary participants who are engaged through an 
increasingly collaborative environment. 
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Dramaturgical alternative. In institutional life "the creation of a rational plan 
constitutes a dramaturgical alternative to actual changes. Plans are regarded as ends in 
themselves--as evidence that we are a human and scientific people who have brought yet 
another problem under rational control" (Bolman & Deal, 2003, p. 272). Here the 
process--creating the plan for the future--is valued over the content. It is essential that 
"the drama called Change" (p. 275) be replaced by an alignment among vision, future 
plans, and the actual implementation of the initiative. If teachers help to create the vision 
and believe in the vision, only to find out that it is a form of dramaturgical change rather 
than commitment to real change, the result can be confusion, cynicism, and resentment--
all counterproductive elements to a practice such as teacher inquiry. 
Group membership. The manner in which someone becomes a member of a 
group, whether she or he is forced or join in a voluntary manner, is critical in the 
development of an initiative. The impetus for membership can symbolize and affect the 
person's level of commitment and interest and their desire to support or sabotage the 
initiative. If orders for expanding membership come from above and practitioners do not 
participate in the process of choosing the initiative, many may become latent or negative 
stakeholders, unwilling to participate or participating superficially or at a minimum level. 
For example, DuFour's Professional Learning Community framework requires that 
"every professional in the building" (DuFour, 2004, p.6) engage in critical thinking and 
deep inquiry. However, people in general, and teachers specifically in this case, cannot be 
forced to join groups to think critically or reflect on their practices. These are internal 
activities that take place in the mind, qualities in a professional that cannot be explicitly 
45 
taught but rely in part on intuition and personal acceptance. Therefore, buy-in at the 
beginning of an initiative is crucial. 
Stories. Bolman and Deal (2003) claim that stories "keep traditions alive and 
provide examples to guide everyday behavior" (p. 292) and that "stories of persistence, 
irreverence, and creativity [can encourage] others to go beyond themselves" (p. 293). 
Stories serve the common ground on which a shared culture can be built. If a school has a 
history of isolation and a lack of collaboration, a truly corporate story never may have 
been created. Nevertheless, even if toxicity and conflict are embedded in a school' s 
history, it is the administrator's job to help find a piece of history and tell a story or part 
of a story that can begin to nurture a sense of community. 
Organization as theatre. A lack of shared history may require a leader to be 
creative, keeping eyes and ears open for anecdotes and vignettes that convey a sense of 
accomplishment and community throughout the community (Bolman & Deal, 2003, p. 
278). This is different from the concept of dramaturgical alternative because the leader is 
not focused on performing a task as an end to itself (as would be the case of writing an 
empty mission statement for presentation on a website) but on the larger purpose of 
helping to build esteem and belonging among members. In the context of a school, 
administrators and teacher leaders can be viewed as playwrights, piecing together little 
scenes to create a sparkling plot. The leaders then must take on the role of actor, 
conveying this new story with a tone of excitement and intrigue. 
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Conclusion 
Teacher inquiry is a long-standing and valued practice, promoted as a means of 
professional development at the tum of the century by educational philosophers such as 
John Dewey, nurtured through the teacher learning centers of the 1960s and 1970s, and 
reborn through formal and informal groups in the 1980s. Despite the fact that teacher 
inquiry is an active practice among some educators today, both as a means of 
professional development and a mode of professional survival, teacher inquiry networks 
continue to remain invisible to the public and dispersed among larger education 
networks. Research on peripheral topics such as collaboration between teachers and 
university researchers or university programs, evaluation of teacher inquiry as a valuable 
and useful form of professional development and pre-service tool, issues of policy and 
ethics, and instructive material are abundant, and recent research out of the fields of 
network theory and small group dynamics are applicable to the study of teacher inquiry 
networks. However, researchers, particularly those who study online teacher 
communities, have determined that a mature and sustained teacher network is a rare 
occurrence, and no research projects have examined networks for teacher inquiry. The 
present study furthers knowledge in this area by using qualitative methods to study and 
explore one sustained teacher inquiry network. 
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CHAPTER THREE 
RESEARCH PROJECT 
Methodology 
Choice of Qualitative Methodology 
The primary question of this case study is, "How does an organization dedicated 
to teacher inquiry such as the Mid-Ohio Writing Project (MOWP) provide structure, 
leadership, and resources to support a network for inquiry?" Considering this question as 
well as various methodologies, including qualitative, quantitative, and mixed-methods, I 
found that a qualitative approach would be most appropriate and useful to this study. 
According to Creswell (2007), qualitative research involves acknowledging and 
embracing assumptions and worldviews (such as the acceptance of teacher inquiry as real 
research), the use of a theoretical framework (such as Bolman and Deal's [2003] 
organizational analysis), and the study of actual problems for people in society, with a 
product that often "extends the literature or signals to a call for action" (Creswell, 2007, 
p. 37) (much like Noffke's [1997] political sphere of action research). Additionally, 
Creswell's (2007) definition of qualitative research highlights the importance of paying 
"closer attention to the interpretive nature ·of inquiry" (p. 3 7), an aspect of the 
methodology that resonates with the practice of teacher inquiry, while "situating the 
study within the political, social, and cultural context of the researchers, the participants, 
and the readers of a study" (p. 37), a notion which became essential in this particular 
study as the ideas of small group dynamics and network theory began to emerge as good 
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explanations. 
Creswell (2007) also discusses reasons for using qualitative research, such as 
issues of social justice, particularly for giving a voice to historically marginalized or 
silenced groups, such as teachers who engage in practices challenging the status quo of 
traditional schooling. Qualitative research should also be used to "follow up quantitative 
research" (Creswell, 2007, p. 40), as is the case with Schlager et al. (2009) and others 
who have studied online teacher networks and have called for qualitative research to 
study the "how" and "why" of sustainability, as well as to "develop theories when partial 
or inadequate theories exist ... [or] do not adequately capture the complexity of the 
problem" (Creswell, 2007, p. 40). This is particularly relevant to the study of teacher 
inquiry networks, in which the practice of teacher inquiry is often fractionated and 
invisible, leaving the actual networks nearly impossible to fmd, and where networks 
maintaining hallmarks of both maturity and sustainability are rare. 
Even though the question called for some sort of qualitative study, I was open to 
the possibility that data that can be counted and numbered might be useful. As this study 
unfolded, however, it was clear that there was not going to be a considerable amount of 
quantitative data. For example, I was originally planning to gather information for a 
sociogram, a quantitative tool, in order to analyze the size, shape, and relative 
relationship of the network' s groups, as well as the members ' roles as ties and 
connectors. The use of the sociogram turned out not to be useful, however, as this 
information became evident throughout the collection of various forms of qualitative 
data. 
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Case Study Approach 
Considering the primary question and the fact that I had already aligned myself 
with Creswell's defmition of qualitative research, I decided that the best way to answer 
this question was to use some of the tools of case study research. Isaac & Michael (1995) 
define case studies as: 
In-depth investigations of a given social unit resulting in a complete, well-
organized picture of that unit. Depending on the purpose, the scope of the study 
may encompass an entire life cycle or only a selected segment; it may concentrate 
upon specific factors or take in the totality of elements and events. (p. 52) 
Isaac and Michael add that case studies "pioneer new ground and often are the source of 
fruitful hypothesis for further study" (p. 53). While this definition seemed rather vague, 
the notion of the "life cycle" seemed pertinent to this particular study. Even though the 
sampling schedule and the data collected only represented a year of the life of the 
MOWP, this study was concerned with the entire life of the MOWP as an organization. 
Creswell (2007) defines the case study as: 
A methodology, a type of design in qualitative research, or an object of study, as 
well as a product of the inquiry ... .in which the investigator explores a bounded 
system (a case) or multiple bounded systems (cases) over time through detailed, 
in-depth data collection, involving multiple sources of information (e.g., 
observations, interviews, audiovisual material, and documents and reports), and 
reports a case description and case based themes. (p. 73, emphasis and bold in the 
original) 
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Creswell (2007) further expands this definition to include three types of case studies as 
determined by "the size ofthe bounded case" (p. 74): 1) the single instrument case study, 
in which the researcher concentrates on one question or problem or one issue or concern 
and uses one bounded case to explore and illuminate this question or problem (p. 74), 2) 
the collective case study or multiple case study, in which the researcher concentrates on 
one question or problem, but chooses multiple case studies to investigate the question (p. 
74), and 3) the intrinsic case study, in which the case is the sole focus of the study 
because it "presents an unusual or unique situation" (p. 74). This study began as an 
instrumental case study in which I was studying the issue of sustaining teacher inquiry 
networks. As I conducted my pilot research--both in a search ofthe literature and a search 
of sites to study--! found that there are so few teacher inquiry networks that are able to 
reach a level of maturity and sustain themselves over time. Therefore, it became an 
intrinsic case study of how one teacher inquiry network, the Mid-Ohio Writing Project, 
managed to survive and grow since 1999. 
Qualitative Methods for Collecting Information 
In qualitative research the researcher must often engage in an emergent design in 
which "the initial plan for research cannot be tightly prescribed, and that all phases of the 
process may change or shift after the researchers enter the field and begin to collect data" 
(Creswell, 2007, p. 39). Maxwell (2005) discusses this issue in the context of 
unstructured versus structured approaches, noting that an unstructured approach allows 
the researcher to "focus on the particular phenomena being studied, which may differ 
from others and require individually tailored methods" (p. 80, emphasis in the original) . 
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The need to use an unstructured approach became more evident as the landscape 
of this study changed, not only as a result of the loss of funding and the change in group 
structure, but also as new themes in small group dynamics and network theory began to 
surface. I needed to tailor my methodology when I realized a sociogram would be 
unnecessary, but additional qualitative data collected from a secondary survey, a focus 
group session, and a visual representation activity made the sociogram activity moot. 
Interviews occasionally moved from close-ended to open-ended with lines of thought 
completely unpredicted as participants began to expand and explore their own hypotheses 
and themes. Permitting additional forms of data collection and allowing the interviews to 
go in an unpredicted but relevant direction ensured "internal validity and contextual 
understanding" (Maxwell, 2005, p. 80). 
In contrast, Maxwell (2005) explains that a structured or prearranged approach 
"can help to ensure the comparability of data across individuals, times, settings, and 
researchers [and is] useful in answering variance questions, questions that deal with 
differences between things" (p. 81, emphasis in the original). I found a structured 
approach to be useful in various situations, such as during the interview process when 
comparing models of leadership, during the visual representation activity when exploring 
the past, present and future representations of MOWP, and through the use of surveys to 
identify demographics trends, group size and shape, and network attributes. Structure in 
qualitative methods, when appropriate, can enhance generalizability and comparability 
(Maxwell, 2005). 
52 
A case study requires extensive data collection in a variety of sources and in a 
variety of forms including observations, interviews, documents, and audiovisual materials 
(Creswell, 2007, p. 38) to ensure maximum accuracy and trustworthiness of the study. In 
addition, I added surveys to gather demographic information. 
Demographic 
Info. 
Name Participant A Participant B Participant C 
Age 56 49 64 
Gender F F F 
Race c c c 
Personal 
Background 
Parents' M: Homemaker; College M: Homemaker D: Pressman 
Profession grad. 
F : Meat cutter F: Homemaker; 
F: Chemical Engineer; PhD Bookkeeper 
Family ' s Siblings: College Children: College 
Education Participant: First to 
Husband: College graduate from high 
school 
Children: College 
Religion Presbyterian Church in Gospel Baptist Church None 
America (husband is a 
pastor) 
Politics Usually vote Rep-but not Republican Democrat 
always 
Professional 
Background 
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Current 1 01h Eng. regular/inclusion 5th LA tech and math Gr 6 LA and Writing 
Grade(s) or 
1Oth Eng. Honors 
Intervention 
Subject(s) 
Past Grade( s) or 7,8,9 Eng. HS math: All grade six subject 
Subject(s) 
Algebra 1 APEng. LD 1-6 
HS Developmental Reading Integrated Algebra K-2 general ed. 
University Level College Eng. 102 Education 370: 
(literature/writing) Technology in the 
Classroom to Teachers 
Years as 22 13 34 
classroom 
teacher 
Education 
Degree English; Education Elementary Education 1-8 Elementary Education 
MA32+ 
Level of Degree BA;MA MEd; Minor in Social MA32+ 
Science Math 
MOWP 
Involvement 
(Duration of 
membership 
and regularity 
of attend.) 
Leadership 2 months 2006 - present 2004-present 
Team 
Reading Group 2 years (almost every 
meeting) 
Teacher Inquiry 1-2 years August 2010-present 201 0-present 
Group 
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Summer Summer 2009 Summer of 2005 Summer 2004-2010 
Institute 
Other Getting Into Grammar: 1 Tech Camp: 5 years Technology (Variable) 
year 
Writing Group 
Table 2: Sample of qualitative data log 
My fust step was conducting surveys, eleven in all, with a mix of structured 
questions and open-ended questions. I created these surveys based on my research 
questions, and used the responses--in conjunction with ongoing observations--to help me 
formulate better interview questions. Later I found that a second survey was needed in 
order to collect additional data regarding demographic trends. I compiled all of the survey 
data for each participant into a log in order to easily analyze the information (see Table 2 
for three examples). Observations and interviews are two sides of the same coin, each 
serving a function for data collection where the other may undergo weakness. For 
example, Maxwell (2005) explains that observations can: 
Enable you to draw inferences about [someone' s] perspective that you couldn't 
obtain by relying exclusively on interview data. This is particularly important for 
getting at understandings and "theory-in-use" as well as aspects of the 
participants' perspective that they are reluctant to directly state in interviews. (p. 
94) 
This reluctance was particularly evident in the case of the MOWP members' avoidance · 
of conflict about the loss of funding for their program. During the observations associated 
with meetings about the loss of funding, I could see tension arise through body language 
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and facial expressions, and I could hear the tension in the voices and words of the 
participants. And during interviews when I asked about conflict or "messy" issues (both 
scholarly and non-scholarly), members said either they had no memory of any conflict or, 
in one case, that it was rude to discuss the issue. 
At this point in the study I recalled Maxwell ' s (2005) observation that "there are 
some cultures, settings, and relationships in which it is not appropriate or productive to 
conduct interviews, or even ask questions as a way of gaining information" (p. 93). After 
several observations and interviews and with the consultation of my advisor, Dr. Tate, I 
understood that Barth' s (2001) "nondiscussibles" (p. 9) were somehow at work within the 
network and that I would have to attain increased insider status before I could approach 
certain issues productively. I also would need to prudently use the observations and the 
interviews to balance one another as I gathered data, which meant carefully coding of 
interviews and observations in order to integrate specific lines of questioning into the 
interviews. 
I tried to follow Maxwell's (2005) advice that "interviews can provide additional 
information that was missed in observation, and can be used to check the accuracy of the 
observation .... [But] you need to ask about specific events and actions" (p. 94, emphasis 
in original) . One way I achieved this specificity was by incorporating certain quotes from 
group observations into individual interviews in an attempt to collect feedback related to 
specific issues. For example, I included a quote by Fanny regarding the amount of 
accountability and level of protocol for the writing and reading groups into the interview. 
During the observation the group discussed the issue at length, but by referring to the 
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exact discussion word-for-word and asking specific questions in the interview, I was able 
to attain each member's perspective and desire regarding the role of formality in the 
MOWP. 
Documentary evidence provided yet another rich source of information for the 
data matrix that evolved as I studied the MOWP. Creswell (2007) notes the problems of 
finding documents to collect: locating items sometimes in unusual or far off places, 
gaining permission to obtain items, facing ethical issues associated with documentary 
practices such as journaling, and so on. I was faced with just the opposite situation: the 
members of the MOWP continually brought me more and more documentary evidence 
ranging in form from OCTELA conference materials and Technology Camp DVDs, to 
accounts of the founding of the Teacher Inquiry group and other published and 
unpublished written works. I collected nineteen types of documents, more than seventy in 
all. Some of these documents provided a perspective in areas of small group dynamics 
and network theory that I would have been unable to gain through other kinds of data 
collection. 
As predicted by Maxwell (2005), my "data collection strategies [went] through a 
period of focusing and revision" (p. 93). With access to more than one hundred and 
twenty public and private e-mails, as well as approximately fifty scheduled and 
unscheduled telephone calls, I was inundated with information, and the processes of data 
collection and analysis became intertwined. As theories began to emerge I found it 
necessary to add two additional forms of data collection through a focus group session 
attached to a previously scheduled Writing Group session. Building on Maxwell's (2007) 
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discussion of "living stories [and] metaphorical visual narratives" (p.129), I developed 
two methods to elicit additional information from the participants regarding issues of 
critical consciousness and the present and future state of the MOWP. One approach was 
established upon the concept of"photo elicitation" (Maxwell, 2007, p. 129), but 
substituted quotes promoting diversity and critical consciousness from Jim Gray, founder 
of the NWP. The second approach was based on the methodology of Anderson and 
Spencer (2002), in which I asked the MOWP participants to draw pictures to illustrate 
their visions of the past, present, and future status of the MOWP. Both of these methods 
elicited thoughts and theories that were either so deep-rooted or considered so taboo that 
they never were explored in a traditional discussion setting. 
Saturation 
Creswell (2007) defmes saturation as fmding "as many incidents, events, or 
activities as possible to provide support for the categories" created by the researcher for 
analysis of the collected data, eventually reaching a point in which the researcher "no 
longer find[s] new information that adds to [his or her] understanding of the category" (p. 
240). I ensured saturation in three ways: member checks, external audits, and graphs. 
Due to the participatory nature of the research and the unexpected changing 
landscape of the study, I felt that it was necessary to perform more extensive, non-
traditional member checks, which involved the participants through a deeper level of 
interaction and virtual dialogue. For example, instead of just having the participants 
check interview transcripts for correct transcription, I included some early coding and 
direct questions to the participants in the transcript. I prepared the participant by 
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explaining the purpose of this extensive member check, noting that the coding was not a 
form of judgment but rather some of my initial reactions to their expressed thoughts that I 
wanted to clarify or explore more deeply. I also reminded the participants that they were 
indeed participants in this study and that they were free to reject my notions, add their 
own opinions, or support stated thoughts with additional information. Under these 
conditions the members' checks became a type of virtual dialogue via e-mail. For 
example, the following is an excerpt from Megan's transcript regarding her experience 
conducting teacher inquiry with a focus on Socratic Seminar: 
I interviewed kids .... And one kid said to me, "I just don't like being alone when 
I'm working on stuff and I just felt like we were all in this together" ... And then 
there were some kids who had some big disagreements about some of the 
characters and their motivation .... And then they gave their evidence from the 
text, which was very different, but it helped them become better defenders of their 
opinions because they had the chance to say it. ... Socratic Seminar, it's even 
better because they are not looking for the right answer the way they do for the 
teacher, they are just trying it out and seeing what other people think. Without 
fear of rejection, without, "Oh, the teacher doesn't like my idea." They become 
more confident that they can have their own ideas and support their own thoughts. 
And that's what I liked about it too. 
During the review of this transcript, I wrote in a different font (to distinguish from 
the original text) and noted by "Researcher's thought" the following thought as a 
response to her above stated thought during the original interview: 
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In the original transcription Megan seems to have described the benefits of 
Inquiry Groups from a student perspective. Perhaps teachers' needs are often not 
that different from their students' needs, because teachers are often in a 
vulnerable position--due to the structure of the traditional school, the absence of 
encouragement to take professional and scholarly risks, and so on--and, thus, the 
need for interaction with similar thinking peers, and the fear of rejection by 
editors or peers presents itself, just as it does with students. 
After fully reviewing the transcript, I sent it back with my questions and thoughts to 
Megan. 
She reviewed the transcript for a second time, now with my newly added thoughts 
and questions, and added her own response (in a third font) to my researcher's thought 
regarding her original stated ideas: 
That is true. I am trying this year to establish a warm, secure environment within 
our English Department at my high school, but it's difficult at times because 
teachers are worried about the OGT [Ohio Graduation Test] scores and principal 
observations. Many do not want to be asked to share best practices within our 
group, feeling the glare of the spotlight. 
Megan added a personal thought regarding the process of the virtual discussion in another 
entry: 
As I am reading your annotations, I feel as if I am having a new interview with 
you, Sarah Bea! I am wondering what would happen if I disciplined myself to 
write for 1 0 minutes a day, reflecting on the important things from that day. 
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Maybe my quick emotional takes could become part of a journey that evolves into 
a journal article. I think I have self-confidence in my communication skills and 
teaching strategies, but I do not want to sacrifice my long-term friendships for the 
sake of professional growth. Now I want to have both: the friendships and the 
professional growth. 
Megan's "member check" responses were typical in their thoroughness, thoughtfulness, 
and extensiveness. Participants often made comments that reading the transcript and 
engaging in a virtual dialogue led to actual changes in their practice and new perspectives 
on how they viewed themselves in the terms of confidence and critical consciousness. 
Engaging in this type of practice was only possible because I had established the 
trust of the group, and had become an "insider" to a certain extent, just as the participants 
had become deeply involved in the study itself. Because of the large amount of data 
available to me as a participant-observer, I needed an external auditor to help me think 
about saturation. My advisor Dr. Tate helped me to know when to end the data collection 
and virtual conversations. It was important that I had an external auditor to remind me of 
the parameters of my study and help me understand when I had reached saturation. 
As the process of data collection, coding, and analysis continued and intertwined, I 
found myself looking for a means to visually organize the information. I had already 
established a trial system of categorization based on the literature and early readings of 
the data as it came in, but I needed to be able to see gaps so I would know when to quit 
gathering data. I started by using poster-size adhesive-backed lined paper (one for each 
primary category, five in all) to hold notecards coded by early sub categories. These 
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enormous charts hung on the wall in my basement, allowing me to move the note cards 
around as new data became available and analysis and coding continued to develop and 
change. By the time I had reached saturation, these charts had gone through several 
iterations and formats, becoming smaller and simpler. This is presented in detail in the 
methods section below. 
Analysis and Triangulation 
Triangulation is most often associated with using a variety of sources of data and 
methods of data collection (Fielding & Fielding, 1986) to "reduce the risk that your 
conclusions will reflect only systematic biases or limitations of a specific source or 
method [and allows for] a broader and more secure understanding of the issues you are 
investigating" (Maxwell, 2005, p. 94). Considering this notion of a broader, more secure 
understanding, Maxwell (2005) specifically discusses the "widespread (though often 
implicit) assumption" (p. 94) that observation allows for description of behavior, and 
interviews are for documenting perspectives of subjects, an assumption that thwarts 
effective triangulation. In this study, for example, the participants were sometimes 
unwilling to discuss, unable to recall, or simply unaware of issues dealing with conflict, 
social justice and diversity. Direct questioning through interviews did not always allow 
for a complete perspective of the participant's thoughts and feelings on these issues. 
Asking the participants questions based on specific comments made from specific 
discussions from observations, however, provided a means of access to this information. 
Conversely, observing the behavior of the participants during interviews (increased rate 
or volume of speech, stuttering, or crying) provided additional and invaluable evidence of 
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their tacit emotions and understandings. 
While Maxwell (2005) states that he principally views triangulation as a means of 
counteracting threats of validity (p. 94), he also emphasizes one of Fielding and 
Fielding's (1986) key notes (p. 112) that triangulation does not ensure or increase 
validity. Any source of data or method of collection is vulnerable to error or bias, 
regardless of the diversity of the source and method of data collection. For example, I had 
to consider self-report bias as I conducted analysis of interviews, surveys, and certain 
documents. I also had to consider my own biases during observations, for example my 
personal support for the practice of teacher inquiry as I determined the pedagogical 
maturity of the MOWP, or my interest in issues of social justice when considering the 
role of "non-discussables" and the form of inquiry as scholarship. 
According to Creswell (2007): 
We seek to have our account resonate with the participants, to be an accurate 
reflection of what they said. So we engage in validation strategies, often using 
multiple strategies, which include confirming or triangulating data from several 
sources, having our studies reviewed and correct by participants, and having other 
researchers review our procedures. (p. 45) 
To provide for accuracy, I allowed for possibilities for participants to disagree or debate 
my analysis during member checks. For example, one member debated the benefits of 
diversifying the MOWP: 
I think the dynamics of our group is fostered by our homogeneity and will be 
diffused by the introduction of diverse elements. At the very least, a more 
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heterogeneous group would be by definition less unified in purpose and stance 
and might find candid conversations uncomfortable ... .In sum, if we change the 
constituents of the group, a change in its essence would inev~tably follow .... My 
experience with my peer groups and my observations of the myriad classroom 
"personalities" I have managed over the years tell me that the collective is more 
than the sum of its parts and that any change of individual parts (participants) 
affects an even larger change in the whole. 
When the interviews and observations left me lacking clarity on the position of the group, 
I added additional sources of data, such as information from focus group discussion and 
from a visualization exercise. This practice added validity to interpretation of specific 
questions and also trustworthiness to the study in general. 
Following the method of categorical aggregation, I sought a "collection of 
instances from the data, hoping that issue-relevant meanings [would] emerge" (Creswell, 
2007, p. 163). The main goal was to break apart and categorize the data for the purpose of 
theoretical comparison (Maxwell, 2005). By operating a system of "open-coding," I 
prevented the development of theory and final analysis from depending solely upon the 
categorical aggregation. This allowed the categories to change or evolve over time 
depending on the ongoing data collection and the unveiling of patterns of data (Maxwell, 
2005, p. 97), such as a gaps in research or non-relevant information. I began coding by 
following Maxwell's (2004) categorization of organizational, substantive, and theoretical 
concepts and the four frames from Belman and Deal's (2003) scheme for organizational 
analysis. 
64 
Dealing with Bias 
"Qualitative inquiry represents a legitimate model of social and human science 
exploration, without apology or comparisons to quantitative research" (Creswell, 2007, p. 
11) but also "is being challenged by writings that advocate for a return to the 
experimental model of inquiry" (Creswell, 2007, p .4). These forces place the onus on 
researchers to clearly state their stances and share them with both the participants and the 
general audience (Creswell, 2007). As Dr. Joel Scott (personal communication, January 
29, 2014) emphasizes, if a researcher embraces his or her bias, "it becomes a living, 
breathing part of the study." I openly stated my support for and belief in teacher inquiry 
as an effective tool for not only professional development, but also as a means to endorse 
and enhance the scholarship of teaching, moving the "teacher as technician" to the 
"teacher as scholar," the "teacher as expert," and "the teacher as researcher" (Cochran-
Smith & Lytle, 1999). I "embraced my bias" by expressing it when I first asked Dr. Tate 
to be my advisor and fust reader and by including it in a written section of my proposal 
as well as a PowerPoint slide dedicated solely to the issue of bias presented to both my 
committee and the MOWP network. I also had dedicated much of my coursework, prior 
to my dissertation, to the study of teacher inquiry, and made extensive efforts to find 
counter evidence and perspective against the effectiveness or, in many cases, the ethics of 
the practice of teacher inquiry. 
Participatory Research 
According to Maxwell (2005), "The influence of the researcher on the setting or 
individuals being studied, generally known as 'reactivity'" (p. 108) is often considered a 
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constraint of qualitative research, and participatory research in particular. Not 
surprisingly, this issue runs parallel to Cochran-Smith and Lytle's (2004) "Methods 
Critique" of teacher inquiry, most often a form of qualitative research in which a teacher 
who practices inquiry is both participant and researcher, forcing research to be more 
interpretive and less objective. 
In either case it is impossible to remove the researcher from the setting. Thus, the 
goal becomes "not to eliminate [the researcher's] influence, but to understand it and to 
use it productively" (Maxwell, 2005, p. 1 09). It is also important to recall the argument of 
Sailor and Stowe (2003) that "constructivist epistemology suffers the same constraints on 
veracity as does evidence generated with empirical methods" (p. 150). In other words, no 
type of research--even within the quantitative paradigm--is ever completely free of 
reactivity or totally objective. 
de Schutter and Y opo (1981) identify seven principles of participatory research, 
the first two of which are, "The point of departure for participatory research is a vision of 
social events as contextualized by macro-level social forces," and "Social processes and 
structwes are understood within a historical context" (p. 68). These principles are aligned 
with Creswell's (2007) interpretation of participatory research as "concerned with equity, 
self-reliance, and oppression problems" and "takes place within a force field of power 
relations in which conflicts of interest often create resistance to the research. 
Participatory researchers assume that they will be resisted from above" (p. 16). This case 
study reflected the nature of this first principle as it focused on a typically marginalized 
group--expert teachers who challenge the status quo and developed a network of inquiry 
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that exists in a small space between traditional schools and traditional university settings. 
Ironically, in some ways it became a study of how this marginalized group was 
inadvertently marginalizing others in order to survive. 
The second principle in the form of resistance from above as interpreted in a 
particular historical and political context certainly became an assumption of the study. 
The majority of the practitioners reported their sites of practice (including fellow teachers 
and administrators) demonstrating a lack of interest or a lack of understanding in the 
practice of teacher inquiry, and in some cases reported attempts to sabotage participants' 
attempts to extend their inquiry into the larger school community. Similarly, many of the 
participants who worked on a university level (for example, as an adjunct professor) 
reported dissatisfaction and frustration with the perceived difference between a 
practitioner working at a university and a professor with a doctorate who is or has the 
possibility of attaining tenure. Additionally, the entire MOWP reported that the Mid-Ohio 
university (with the exception of the one university member who was a member of the 
MOWP) really had "no idea what the MOWP was about," demonstrating a lack of 
understanding and apathy toward the group. In my own experience as someone who has 
learned how to perform participatory research, I can report that I experienced resistance 
from the research community on the university level in a variety of ways: disbelief that 
participatory research exists in the research community, the belief that participatory 
research is not "real" research, and the belief that--in the case of teachers as participants--
the participants were not intellectually capable of engaging in research or being experts in 
their field. 
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de Schutter and Y opo' s ( 1981) remaining principles include: 
1. Theory and practice are integrated; 
2. The subject-object relationship is transformed into a subject-subject 
relationship through dialogue; 
3. Research and action (including education itself) become a single process; 
4. The community and the researcher together produce critical knowledge aimed 
at social transformation; 
5. The results of research are immediately applied to a concrete situation. (p. 68) 
Site 
Searching for Teaching Inquiry Networks 
My sampling process began inN ovember of 201 0 in the form of a pilot study. 
Before I could finalize my questions and research methods in regard to the sustainability 
and maturity of teacher inquiry networks, first I actually had to locate current teacher 
inquiry networks. I began by formulating a list of practitioners of teacher inquiry whose 
works I had read. I then went back and identified the inquiry group or teacher inquiry 
network to which each had belonged. One of the people I listed whose work 
demonstrated a high level of mature practitioner inquiry was Lois Brandts (2005). Her 
brief biography explained that she was a member of the Santa Barbara Classroom 
Discourse Group. 
Simultaneously, I began to search for articles about education networks. I found 
an online article titled "Analyzing Online Teacher Networks: Cyber Networks Require 
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Cyber Research Tools" (Schlager et al., 2009), which focused on the current state of 
online teacher networks and included a case study of the website www.Tappedin.org. I 
contacted the listed institution, SRI International Center for Technology in Learning, 
based in Menlo Park, California. The first author, Mark Schlager, no longer was working 
with SRI. However, I got in touch with two additional authors, Dr. Patricia Schank and 
Dr. Judith Fusco. 
Dr. Schank, Dr. Fusco, and I had a telephone conference (Appendix A) during 
which I asked them questions regarding teacher networks in general and teacher inquiry 
networks specifically. Dr. Schank and Dr. Fusco were experts in the peripheral area of 
online teacher networks, but also were knowledgeable about teacher inquiry networks. 
During this interview they referred to knowledge I already had read in the literature (for 
example, the teacher inquiry program at Boston College and the role of the National 
Board for Professional Teaching Standards as a teacher network) and provided me with 
new resources (for example, the National Writing Project as a source of support for 
teacher inquiry and the master's program at Pepperdine University focused on action 
research). Dr. Fusco gave three opinions that were of special interest to me: 1) it is 
difficult to defme networks, an issue validated in the research I had read on network 
theory; 2) it was likely that the type of teacher inquiry networks I was looking for were 
likely to be "small, fractionated groups" that have "learned how to do inquiry 
organically"; and 3) these networks would be "very hard" to find (personal 
communication, November 11, 2010). 
I had already used the site Tappedln.org to find several links (most ofthem based 
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on university websites) to groups that identified themselves as hubs or centers of teacher 
inquiry, action research, or teacher inquiry. These sites included the Action Research 
Network, the Bread Loaf Teacher Network, the Center for Cooperative Research and 
Extension Services for Schools, the Fairfax County Teacher Inquiry Network, the League 
of Teacher Inquirers based at the University of California at Davis, On-line Journal for 
Teacher Research, and EmTech's Listing of Action Research and Teacher Inquiry Sites. 
Dr. Schank and Dr. Fusco helped me to identify which ofthese organizations were 
potential resources and which organizations were no longer in existence, usually due to a 
loss of funding. Unfortunately, Tappedln.org, the home site to the links of these 
organizations that had begun under SRI in 1995, had itself lost funding from the National 
Science Foundation several years ago. The site had not been updated regularly, so many 
of the listings for groups were not useful. 
I also compiled a list of organizations that I suspected or knew supported teacher 
inquiry but were not necessarily networks. These included the Carnegie Academy for 
Scholarship of Teaching and Learning, American Education Research Association 
(AERA) Teacher Inquiry Special Interest Group, National Board for Professional 
Teaching Standards, National Council of Teachers for Mathematics, Urban Mathematics 
Collaborative School Development Program, Coalition of Essential Schools, Brookline 
Teacher Inquiry Seminar, Guided Inquiry Supporting Multiple Literacies Project based at 
the University of Michigan, DuFour's Professional Learning Communities, American 
Federation of Teachers, Learning Research and Development Center, and other 
professional development organizations. Dr. Fusco added some additional organizations 
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to investigate, including the National Writing Project (NWP), the Carnegie Foundation' s 
work on the community college level, the International Society of Technology in 
Education, and Pepperdine University, whose master of education program was focused 
on action research. 
A period of snowball sampling ensued in which I placed many telephone calls and 
e-mail messages to the leaders of the various organizations and networks. One person 
who responded to my inquiry was Dr. Tim Dewar, Director of the South Coast Writing 
Project, one of the original sites of the NWP, housed at the University of California at 
Santa Barbara. Dr. Dewar (personal communication, November 22, 2010) personally 
knew Lois Brandts (one of the first sources I had identified as a potential lead) because 
her inquiry group was associated with the NWP. Unfortunately, Brandts ' inquiry group 
no longer existed and Dewar was not aware of any such groups currently in existence, but 
he suggested I contact the NWP groups in Ohio, my present locale. Dewar explained that 
the NWP "supports an inquiry stance into teaching .... For some that evolves into teacher 
inquiry and action research, and for others a more reflective stance on teaching." After 
the telephone interview with Dr. Fusco and Dr. Schank, this was now the second time I 
had been directed toward the NWP. 
Snowball sampling continued as I contacted approximately two dozen deans of 
schools of education, NWP regional directors, or their staffs. For weeks I spoke with 
numerous faculty members, who would pass along more names or, more often, tell me 
that they were not aware of any existing teacher inquiry or teacher inquiry groups, often 
repeating Fusco's sentiments that these types of networks do exist but are difficult to 
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find. Finally, I received a short but direct e-mail message from the Director of the 
MOWP, based in The Mid-Ohio University (a pseudonym is used for the university), 
which stated: "I think we may have what you are looking for. I am eager to speak with 
you." This was the first positive response I had received. 
The NWP began in 1974 in the form of the Bay Area Writing Project, a K-16 
professional development group that worked in conjunction with the graduate school at 
the University of California at Berkeley (National Writing Project, 2014b). Following the 
vision of James Gray, originally a school mathematics teacher and a teacher educator 
(National Writing Project, 2014b), the Bay Area Writing Project and what was to become 
the NWP specifically embodied Lieberman's (1989) definition of professional 
development and the notion of teachers teaching teachers. 
The mission of the NWP "focuses the knowledge, expertise, and leadership of our 
nation's educators on sustained efforts to improve writing and learning for all learners" 
(National Writing Project, 2014a). The vision ofthe NWP is: "Writing in its many forms 
is the signature means of communication in the 21st century. The NWP envisions a future 
where every person is an accomplished writer, engaged learner, and active participant in 
a digital, interconnected world" (About NWP, 20 14a). Each local site is asked to follow a 
"national program model" (National Writing Project, 2014d), which involves three core 
elements: the Summer Institute, in-service professional development to local schools, and 
continuing education and research opportunities for teachers. 
The NWP consists of "200 sites in all 50 states, the District of Columbia, Puerto 
Rico, and the U.S. Virgin Islands" with a stated goal "to place a writing project site 
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within reach of every teacher in the nation" (National Writing Project, 20 14b ). Since 
1974 the NWP has gone to great lengths to remain cognizant of the dangers of the top-
down approach and negotiate its grassroots origin within its current expansive 
framework. As the NWP became more successful and expansive over time and money in 
the form of grants and government funding began to inundate the network, Gray (2000) 
noted that: 
One strength ofthe National Writing Project is that it is national.. .. But, if we 
aren't careful, one limitation of our project may be that it is national. Our model 
needs to give attention to regional and other differences or we will be no better 
than the top-down structures we seek to replace. (p. 121) 
Marjorie Kaiser, former Director of the Louisville Writing Project, reflects on Gray's 
determination to tear down the ivory tower: 
[Much of my job was] healing the wounds and preserving the self-images of 
teachers who were deflated and humiliated. Jim Gray spoke often, and still does, 
ofthis "top-down" approach. Too many with the responsibility of working with 
teachers, Jim said, view teachers as the "unwashed." The writing project was to 
change that. (in Gray, 2000, p. 60) 
Though the Bay Area Writing Project model, the initial site in Northern California that 
would become the model for the larger NWP, "managed to reverse the top-down, voice-
from-Olympus model of so many past university efforts at school reform" (p. 56), it was 
not without having to learn how to speak to the politicians and present themselves to the 
keepers of the purse strings, abilities that did not come naturally to Gray and thus had to 
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be delegated to other NWP representatives. 
The NWP is governed by a board of "broad-based, diverse group of education, 
civic, business, and community leaders dedicated to improving the teaching of writing in 
the nation's schools" (National Writing Project, 2014c) who meet three times a year. Site 
management actually occurs in a more horizontal fashion; for example, trained site 
directors review Continuing Funding Applications (CF A) for other sites, and smaller 
networks within the NWP (such as the Urban Sites Network, the Rural Sites Network, 
Project Outreach) provide support for sites that are facing challenges in recruitment, 
retention, and diversification. The NWP is funded through grants from foundations and 
local and state governments and a core grant from the U.S. Department of Education. It 
was authorized as a federal education program in 1991. 
In September of 2011, amid national tension resulting from the Great Recession 
of 2008, the NWP announced that sixty percent of its funding would be cut, and, in some 
cases, university matching funds essential to site survival quickly followed suit. Some 
sites were downsized and others were eliminated, including the MOWP. Money that at 
one time had flowed in and driven growth now was held back by the keepers of the purse 
strings who had funded the growth ofNWP. At the 2011 NWP annual meeting in 
Chicago, the National Office pushed heavily on what was coined "linked local," citing 
the loss of funding as a "generational opportunity" (Eidman-Aadahl, 2011), a time for 
rebirth and a return to grassroots organization. Spokespersons emphasized the need for 
sites to join together and to take advantage of tools like the Common Core and the 
Internet that could make work more efficient. The National Office acknowledged that the 
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future may look different with less face-to-face interaction and emphasized the need to 
adapt in order to survive. 
The NWP allies itself with other programs for teachers in the classroom, and one 
of these programs is the Algebra Project. The Algebra Project, founded in 1982 by Civil 
Rights' leader Dr. Robert P. Moses, is a school reform program which "intentionally 
develops sustainable, student-centered models by building coalitions of stakeholders 
within the local communities, particularly the historically underserved population" 
(Algebra Project, 2014b). The Algebra Project "uses mathematics as an organizing tool to 
ensure quality public school education for every child in America to succeed in this 
technology-based society and to exercise full citizenship" (Algebra Project, 2014c). 
Finding a site that demonstrated the previously operationalized characteristics of 
maturity and sustainability trumped the value of a random sample. The fact that the 
MOWP site was only sixty miles from my home was convenient but also coincidental. 
The MOWP was the only network that fulfilled the criteria I had arranged for my pilot 
study: kindergarten through twelfth grade full- and/or part-time practitioners engaged in 
teacher inquiry in a group that demonstrated characteristics of maturity and sustainability. 
There was another potential site located at another Ohio university, but in that case all the 
groups were led by or involved university faculty. At the start of this study the MOWP 
had only one university faculty member, while the rest of the participants were K-12 
practitioners. The MOWP strictly follows the motto of"teachers teaching teachers." 
Negotiating Access to the Mid-Ohio Writing Project 
Soon after the MOWP Director Charlene (pseudonyms are being used for the 
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purposes of anonymity) and I connected via telephone, we agreed to meet on the Mid-
Ohio College campus in early January of2011. Co-Director Melanie joined us in 
Charlene' s office, which contained a library of familiar books by Cynthia Ballenger, 
Sonia Nieto, Anne Lieberman, and others dealing with issues of diversity, inquiry, and 
social justice. The books prompted our conversation toward similar issues and 
experiences: my experiences with Students Group on Race Relations (SGORR) in Shaker 
Heights, Ohio, since the age of five; Charlene's recent marriage to the preacher of her 
church and the importance of religion in the Mid-Ohio communities; the tensions 
between practitioners and university faculty; the importance of being critically conscious, 
particularly regarding the role of diversity in today's society and the MOWP 's struggle to 
reflect the diversity seen in the city of Mid-Ohio; and, of course, the role of inquiry in the 
work of the MOWP. 
Melanie reported surprise that anyone would have any interest in studying the 
"little old MOWP," a characterization that later would reveal much about the ethos of the 
group. In contrast, Charlene expressed a sense of certainty that this research study could 
help the MOWP to not only highlight its achievements particularly in the area of inquiry 
but also to investigate ongoing challenges of diversification in recruitment and 
professional development programming. After I made a formal Power Point presentation 
of my research proposal, we agreed I would attend the next Leadership Team Meeting, 
make a similar Power Point presentation, and, with the backing of Charlene and Melanie 
and the permission of the Leadership Team, begin my study. 
Similar to Melanie ' s initial response, the response of the Leadership Team was 
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surprise: Was I sure I did not want to go to a bigger site like the one at Miami University 
of Ohio? Did I realize that they were pretty grassroots? I assured them that they met the 
criteria I had set in my proposal, and that they were, in fact, exactly what I was looking 
for. There was a specific question as to the researcher's interpretation of observation and 
interview responses: How could they be sure that I was accurately interpreting what they 
were doing and saying? In other words, how could they be assured that their work and 
words would be represented fairly in the fmal paper? This spawned a conversation about 
methodology during which I referred back to specific slides in the PowerPoint 
presentation to confirm my commitment to accuracy and trustworthiness and to the 
specific practice of member checks, particularly in the practice of participatory research. 
The fmal issue concerned the logistics of observing the Teacher Inquiry Group. 
This group was led by the sole university faculty member of the MOWP, and she was 
currently conducting her own IRB-approved study with the group. It was agreed that my 
attendance at the group's meetings would be inappropriate for her research purposes. 
However, I could speak to the participants about their work in the group and about the 
general subject of inquiry via interview, and I would be able to observe their final 
presentation at conferences. This ended up being a minor detail because the role of 
inquiry permeated the core of the MOWP. Inquiry became and has continued to be the 
focus of the MOWP, and not just a subject restricted to the Teacher Inquiry Group. 
In May of 2011, amidst talks of fiscal cliffs and other general national economic 
crises, the NWP was forced to cut sixty percent of its programs due to the loss of federal 
funding. All of the other Ohio sites continued to receive funding from the NWP, but the 
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Mid-Ohio College did not agree to provide the matching funds. Consequently all funding 
for the MOWP was discontinued as of June 30, 2011. The MOWP was told that at some 
point in the future there may be an opportunity to return to the NWP as the MOWP or as 
a group under a different name, but the only funds that currently would continue were 
those associated with some sort of specialization, such as a science, technology, 
engineering, and mathematics (STEM) grant. 
In the summer of2013, the possibility to rejoin the NWP under the auspices of a 
peripheral program surfaced. At the time of the loss of funding, MOWP members had 
reported that they were devastated and felt that "the rug had been ripped out from under 
them." Faced with several options--merging with another site, becoming the satellite of 
another site, going grassroots as an independent organization, dissolving completely, or 
continuing their work on an individual basis--the members of the MOWP unanimously 
agreed to remain a unified group and sustain their inquiry work, research, and genera,! 
reflection. It took time to commit to becoming independent, and the MOWP members 
reported that at times it was extremely challenging to work through basic logistical 
changes such as determining a new name, finding a meeting place or "home," connecting 
virtually through a new website that was independent of the NWP, and generating 
proposals for applications to local universities and school districts. Some of the 
traditional activities of the MOWP, particularly the Summer Institute, had required high 
levels of funding. Generally speaking, the MOWP became a leaner, more streamlined 
organization. The core Leadership Team expanded slightly and the outer groups shrunk 
into the core, creating a tighter network. All of the MOWP's groups continue to meet, 
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with the exception of the Summer Institute, even though like many NWP sites across the 
nation, the MOWP no longer had any source of funding. 
The Mid-Ohio Writing Project 
In addition to the Summer Institute and the combined Super Saturdays, the 
MOWP was made of various smaller groups known by the NWP as Continuity Groups: 
the Teacher Inquiry Group, the Leadership Team, the Writing Group, and the Reading 
Group. These groups all followed the mission of"teachers teaching teachers," but each 
one approached professional development through a different angle depending on the 
needs, interests, and practices of the members. Additional groups included the. Advanced 
Institutes, the Legislative Team, and the Technology Team. 
Figure 2 demonstrates the various groups that supported and comprised the 
MOWP. The two partner organizations and the MOWP are represented by the thick black 
line. The primary Continuity Groups, which are based on evidence of high attendance 
and production (but not necessarily longevity) are identified by bold lettering, with the 
Leadership Team and the Teacher Inquiry Team overlapping to demonstrate the shared 
membership of the two groups. The Other Continuity Groups, marked in some cases by 
longevity but low attendance or production (for example, the Reading Group), or high 
attendance and production but irregular assembly (such as the Advanced Institutes), are 
identified by italicized lettering. 
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Figure 2: A diagram of the groups that support and comprise the MOWP based on 
evidence including attendance, longevity, and production 
Summer Institute and Super Saturdays. The Summer Institute was the 
hallmark practice of all NWP project sites as described in Gray's (2000) work "Teachers 
at the Center." Prior to the NWP's cuts in September of2011, teachers applied for 
fellowships under a competitive and intensive process, including two days of individual 
and group interviews. In the case of the MOWP site, fifteen fellows, kindergarten through 
university level, were chosen to attend a pre-institute day in May. Teachers had different 
levels of exposure to inquiry and other types of professional development; for some, this 
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was the first time they conducted inquiry, while others had been exposed and already had 
a question in mind. In order to establish a forum to maintain contact with the Summer 
Institute participants and motivate the use of inquiry beyond the Summer Institute, the 
fellows were brought back in the fall for "Super Saturdays" to present an inquiry or 
research project on which they had focused during the Summer Institute. At the start of 
this study the Directors of the Summer Institute were trying to polish these presentations, 
helping teachers to refine, prepare, and apply for writing for professional journals and 
conference proposals. 
Continuity Groups. Teacher Inquiry Group. The Teacher Inquiry Group was 
relatively new at the beginning of this study, having met monthly for one year. The group 
was comprised often teachers from across different grade levels and content areas. At the 
beginning of the study the direction of the group still was emerging, but there was a clear 
focus on the use of observation in the classroom to help reflect on practice. A member of 
the university faculty (who has since relocated to work at Ithaca University but remains 
in close contact with the group during the publishing process) facilitated this group and 
recently finished a research study of the process. The membership of this group highly 
overlapped with that of the Leadership Team, and the two essentially merged after 
funding was lost. They presented a paper at the National Council of Teachers of English 
meeting in Chicago in November of2011 and at several other conferences (locally and 
nationally) thereafter. In addition, they were in the process of publishing a book in which 
each teacher is responsible for documenting an aspect of the research process. 
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Leadership Team. When the folinding MOWP Director left the university, 
Charlene, a MOWP member since 2000, took over the position and decided to begin a 
Leadership Team, in part to help the group manage future issues (such as change in 
leadership) as smoothly as possible. The Leadership Team was originally made up of 
teacher consultants tasked with governing the MOWP, while Charlene served as the 
liaison between the university and the NWP. At the start of this study there were fourteen 
members of the Leadership Team, including the teacher consultants (TCs), one university 
faculty member who oversaw the Teacher Inquiry Group, and a Summer Institute fellow. 
The team met once a month on Saturdays from 9:30 a.m. to 3:00 p.m. Each year the 
NWP paid for the Leadership Team members to attend the NWP national annual meeting. 
Following last year's annual meeting in Orlando, the Leadership Team returned to Ohio 
with the desire to move beyond work in individual classrooms and begin more 
widespread projects in the local schools. 
The Writing Group. The Writing Group typically met every other week on the 
university campus. There were times, however, that the group would hold alternative 
meetings: overnight writing retreats; outings where they walked around the city of 
Cleveland and wrote various forms of journal entries (poetry, narrative, ongoing work, 
inspiration for a new work, and so on) in between periods of sight-seeing; different types 
of artistic sessions, such as throwing pots on a pottery wheel before breaking up to write 
individually; and family-style gatherings for potluck meals prior to a writing session. 
Historically, attendance was low. Camille, the current co-director, and Melanie always 
attended, and usually at least two additional members of the MOWP were there as well. 
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Time was divided between independent writing and whole-group review and critique. 
The Writing Group was not very well-structured, and attendees were not held 
accountable for bringing a fmished piece with them or producing a product at the end of a 
Writing Group session. The group always began with "Writing into the Day," a warm-up 
writing practice from the Summer Institute, and ended by taking turns sharing some of 
what they wrote and giving some informal feedback and critique to one another. Writing 
included all gemes: personal, professional, fiction, nonfiction, and so on. 
The Reading Group. The MOWP Reading Group began in the fall of2000. Prior 
to the loss of funding in September of 2011 and the official disconnection from the NWP 
in 2012, an average of eight K -12 teachers would meet for two hours twice each month to 
discuss specific assignments of adolescent literature and children's literature that they 
had read. These practitioners represented subjects across the curriculum, including 
science and mathematics. The group was facilitated by three teacher consultants (TCs) 
who were trained at the MOWP's Summer Institutes, including one TC who had been 
with the MOWP since its conception in 1999. The group was originally designed for 
teachers who wanted to use literature as an impetus for writing in the classroom. Prior to 
loss of funding, the group had set a goal for the 2011 year that "everyone produce 
something" (a publication or presentation). Many individual members already had made 
formal presentations or achieved publication outside the group. 
This group was forced to adapt immediately following the loss of funding. As the 
MOWP searched for a new home and determined their future, they followed the advice of 
the National Office and "linked locally" by using the Internet to meet. During this period 
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of"unknown" or "purgatory" (as some members referred to it) a Virtual Inquiry Group 
(VI G) was organized online, a group which I helped to form and in which I did 
participate as a form of participatory research. The Technology Team (a team that had 
been established a number of years ago) set up a Wiki site and more than two dozen 
members joined. The group decided to read the teacher research narrative "No Place but 
Here: A Teacher's Vocation in a Rural Community" (Keizer, 1988) in order to broaden 
their interaction with teacher inquiry publication as they continued their own publication 
process. Biweekly question sets were posted online, discussion strings began, and posts 
erupted. A system of accountability was established for those who did not participate in a 
timely manner, as well as a system of confidentiality (including password security and a 
closed invitation-only system) to ensure privacy and a risk-taking environment similar to 
a face-to-face Reading Group. Members took turns as discussion leaders, posting 
questions and shifting the conversation as needed. Additionally, several members began 
face-to-face book clubs and related Inquiry Groups "close to home" in their own districts. 
These had various focuses, including mathematics inquiry, the role of choice, a 
community of readers, and Socratic Seminar. 
Advanced Institutes. The Advanced Institutes were based on the idea of the 
Summer Institutes, but were smaller, more condensed professional development sessions 
held during the school year. They covered a wide range of subjects, including the use of 
technology and grammar. The subjects chosen were based on the needs of the members 
oftheMOWP. 
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Other groups. The Legislative Team served to advocate for NWP funding 
through letter-writing campaigns and trips to Columbus, Ohio, and Washington, D.C., to 
meet with district and state representatives. The In-service Training Team served to plan 
and implement in-service training in the surrounding area. The Technology Team had a 
two-fold purpose of improving communication and spreading the use of technology-
based education. 
Participants 
Regular Attendees 
The nine regular attendees of meetings were interviewed, surveyed, and observed 
for this study. They were: 
1. Charlene: Director; founder and member of Leadership Team; founding 
member and attendee of Reading Group, Writing Group, Summer Institutes, 
Legislative Team, In-service Training Team; Presenter at NWP's annual 
meeting; Represented NWP in Haiti and South Africa (1 year); attended 
Social Action Institute (England), Urban Sites Conference, Rural Sites 
Network Conference, Professional Writing Retreat, In-service Institute 
(Boston, Massachusetts), Technology Matters (Chico, California), Web 
Presence (Massachusetts), Technology Liaison Network/Research 
Development Retreat (Tahoe California); Member ofNWP's Leadership 
Team for New Directors; Annual Reviewer of Grants for NWP; Faculty 
member and Program Director at Mid-Ohio University; Middle school 
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language arts teacher; B.A. and M.A. in Education. 
2. Melanie: Director; founding member of the MOWP; founding member and 
attendee of Leadership Team, Teacher Inquiry Group, Reading Group, 
Writing Group, Summer Institutes, and Legislative Team; Presenter at 
National Council of Teachers of English (NCTE) and twice at Association of 
Christian Schools International; B.A. in Spanish and M.A. in English 
Education; thirteen years of middle school and high school teaching 
expenence. 
3. Camille: Co-Director; Summer Institute 2004-2010; Writing Group leader; 
Technology Team member; Leadership Team member, 2004 to present; 
Legislative Team member; grant writer for the MOWP; Member ofNWP 
Leadership Network and NWP Technology Network; Presenter at NCTE and 
multiple times at Educational Services Center; B.A. in Elementary Education 
and M.A. in Education; thirty-four years of teaching experience in grades two 
and six, and in Special Education, grades one through six. 
4. Meredith: 2009 Summer Institute Fellow; 2010 Teacher Consultant; member 
of the Leadership Team, Technology Team, and Inquiry Group; attended 
Advanced Institute; went several times to the Educational Service Center; 
grant writer; presenter at NCTE; attended NWP' s National Writing 
Assessment, Ohio Resource Center, and affinity training; B.A. in special 
education and a M.A. in administration; forty years of teaching experience in 
grades one through twelve and Special Education. 
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5. Sharon: Founding MOWP member; founding Leadership Team member; 
Summer Institute Fellow, 1999; Assistant Facilitator of the Summer Institute 
in 2000-2009; Leader of the Advanced Institute: Getting Into Grammar; Co-
Director ofln-service Training Team; Super Saturday Facilitator; attended 
Technology Institute, National Council ofTeachers of English, NWP, and 
Ohio Council of Teachers of English Language Arts (OCTELA) conferences; 
B.A. in Education grades 7-12; thirty-one and half years of teaching 
experience in middle school Language Arts and high school English. 
6. Megan: Newest member of Leadership Team; Summer Institute Fellow, 2009; 
member of the Teaching Inquiry Team and the Reading Group; attended the 
Getting into Grammar Advanced Institute; presenter at NCTE and OCTELA; 
B.A. in English and M.A. in Education; twenty-two years of teaching 
experience in middle and high school English and high school Developmental 
Reading in five states. 
7. Tammy: Leadership Team member, 2006-present; Technology Liaison; 
Director of Technology Camp; published Technology Manual; attended the 
Summer Institute, 2005; member of the Teacher Inquiry Group; presenter at 
NWP, North Central Ohio Computer Cooperative, American Education 
Research Association, and NCTE; attended Technology Matters (Chico, 
California), Web Presence (Massachusetts), and Technology Liaison 
Network/Research Development Retreat (Tahoe California); B.A. in 
Education Grades 1-8, minor in Social Science and Mathematics, M.A. in 
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Education; thirteen years of teaching experience in high school Mathematics, 
fifth grade Language Arts, and Technology. 
8. Sandy: 2009 Summer Institute Fellow; 2010 Summer Institute Facilitator; 
Leadership Team member, 2009-present; Chair of Teacher Inquiry Group for 
NCTE presentation; member of the Legislative Team; Co-coordinated Young 
Writers' Camp; attended NWP annual meeting; presenter at Super Saturday; 
B.A. in Elementary Education grades 1-8 and M.A. in Language, Literacy, 
and Culture; fourteen years of teaching all core subjects in grades four through 
SlX. 
9. Henrietta: 201 0 Summer Institute Fell ow; member of all groups; presented 
"Socratic Seminar" to Teacher Inquiry Group; presenter at NCTE; B.A. in 
Journalism and M.A. in Education Administration; fifteen years of teaching 
experience in high school: English, Journalism, Creative Writing, Speech, 
Yearbook. 
Other Members 
The founding Director, Lauren, no longer lived in Ohio and had not been in 
contact with the group for many years, and she was not a participant in the study. Eleven 
other members who attended Continuity or other groups or were members of the focus 
group participated in the study. Two (Francie and Bridget) were also interviewed as 
founding members. 
10. Francie: Founding member; Past Leadership Team member; attended the 
Summer Institute, 2003; Director of Young Writers Camp; In-Service 
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Training Team Participant; attended and presented at Social Action Institute 
and NWP annual meetings; published "In the Middle" for NWP; B.A. and 
M.A. in K-8 Education; fifteen years of teaching experience in sixth grade 
Science and Language Arts. 
11. Bridget: Founding member; Past Leadership Team member; attended Summer 
Institute, 2003; In-Service Training Team Participant; Advanced Institute 
Participant; Writing Group Participant; attended and presented at OCTELA; 
B.A. in 1-8 Elementary Education; over thirty years of teaching experience 
pre-school through college students in subjects including math, science, fine 
arts, language arts, and English as a Second Language. 
12. Diane: Long-time member; Leader of Reading Group. 
13. Adele: Writing Group member. 
14. Michele: Writing Group member. 
Six others were observed, either in leadership meetings or Continuity Groups. They 
provided background information, but were not interviewed. 
Data Collection 
The data were collected using several qualitative methods, including surveys, 
interviews, observations, and the collection of documents. The different methods were 
utilized more than once in no set pattern; they were used whenever the time and setting 
was appropriate (see Table 3). 
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Date and Time Event Count or Format Time 
Observation 2.5.11 9:30am Leadership Team Meeting: Campus 2.5 hrs. 
Observation 11.14.11 9:30am Leadership Team Meeting: Campus 2.22 hrs. 
Observation 1,25.11 9:30am Leadership Team Meeting: Campus 2.58 hrs. 
Interview 7.12.11 10:20 am Meredith: Sandusky, OH 2.6 hrs. 
Interview 7.12.11 2:00pm Henrietta: Sandusky, OH 2.5 hrs. 
Interview 7.18.11 6:00pm Camille: Fairlawn, OH 2.26 hrs. 
Interview 7.30.11 9:22am Tammy: Mid-OH 2.26 hrs. 
Interview 7.30.11 12:09 pm Sharon: Mid-OH 4.08 hrs. 
Interview 7.30.11 3:00pm Megan: Mid-OH 2.08 hrs. 
Interview 9.10.11 9:10am Bridget & Fanny: Mid-OH 4.43 hrs. 
Interview 8.27.11 12:52 pm 
Sandy: Campus 
2.33 hrs. 
Interview 8.27.11 3:19pm 
Melanie: Campus 
1.33 hrs. 
Interview 2.7.14 5:00pm Charlene: Campus 3 hrs . 
Focus 8.27.11 
Group 
9:30am Writing Group 6.5 hrs. 
LTM Minutes 
Document 7.9.11 2 
• Provided by Melanie 
Tech Camp 
• Academy A wards Night 
Document 
• Movie Production Camp 3 
• DVD 
• Provided by Tammy 
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Tech Team 
• MOWP Tech Team 
Document Responsibilities 1 
• Provided by Tammy 
Advanced Institute 
Document 1 
• Provided by Melanie 
Grant 
Document 1 
• Provided by Tammy 
1.8.11; 2.5.11; 4.9.11; LTM Agenda 
Document 4 5.14.11 
• Provided by Melanie 
Summer Institute 
Document • Recruitment 2 
• Advertisement 
• Provided by Melanie 
OCTELLA Presentations 
Document 
• Provided by Melanie & 2 
Meredith 
NWP 
Document • Continued Funding Application 3 
• Legislative Advocacy 
• Provided by Melanie 
Sampling Schedule 
Document 1 
• Produced by researcher 
MOWP Proposal 
12.30.10 to Directors 
Document • PPT 4 
1.8.11 to LTM 
• Teacher Consent 
• Director Consent 
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• Background on Disclosure and 
Consent 
• Produced by researcher 
Memo 
12.3.10; 7.19.11; 
Personal reflections 4 1.8.11;7.12.11 
Phone Call Melanie 
5.18.11 Approx. 50 
(Sample) • Issue of expertise 
E-mail 120 
Survey I 9 
Survey II 8 
Table 3: Abridged data collection log ta collection log 
Surveys 
The initial survey (see Appendix B) was designed to serve as the source of 
background information about the participants. The information from the surveys guided 
me in designing interview questions, deciding how to analyze documents, and planning 
for observations. The nine consistent and active members were given surveys at 
Leadership Team meetings. Members who were not present were sent surveys by e-mail. 
These participants then brought their completed surveys to their interviews at a later date, 
or e-mailed them upon completion. 
The initial survey consisted of five parts and contained a total oftwelve questions, 
so as not to overwhelm the participant, with the assumption that if more information was 
desired it could be collected later via interview. Part I focused on basic demographic 
information; Part II on professional background (current and past classes and subjects 
taught); Part III on education (institutions attended, number and type of degrees); Part IV 
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on involvement in the MOWP (membership, duration of tenure, regularity of attendance); 
and Part V on additional participation in inquiry work (conference attendance, 
publications, membership in other networks). The information collected from these 
surveys served several purposes: 
1. To provide basic information about the shape and structure of the network 
(loose vs. tight) as well as information about nodes, ties, and types of links 
(weak vs. strong). 
2. To guide me toward participants who later would be interviewed and observed 
in greater depth. 
3. To identify those members who had participated in projects and programs 
outside the MOWP network as a possible sign of network extension. 
At one point, after my initial plans for both the survey and interview research had 
been implemented, my advisor suggested I issue an additional short survey (see 
Appendix C) of four questions regarding the familial backgrounds of the nine members in 
order to gather data on a possible demographic trend I had noted in family education and 
parental employment, political stance, and religious observance and participation. This 
survey was administered at the monthly Leadership Team meeting. 
Interviews 
Criteria for interviews (see Appendix D and E) depended on survey results, 
particularly in Part IV (MOWP involvement) and Part V (additional inquiry work or 
participation) ofthe interview, as well as consideration of who would be the participants. 
My plan was to interview Leadership Team members who were also members of multiple 
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groups, long-standing members who had been part of the recursive leadership cycle, and 
members who were in the process of extending the inquiry network beyond the MOWP. 
Interviews focused on issues of sustainability, maturity, and extension as previously 
operationalized, with the goal of refining the level and areas of maturation, determining 
what elements supported membership retention, and identifying how members personally 
facilitated network expansion. 
I conducted over twenty-seven hours of interviews which involved interviewing 
eleven members of the MOWP, including two of the three directors, the co-director, the 
majority of the founding members, the majority of the Leadership Team, the majority of 
the Teacher Inquiry Group, members of each of the other continuity groups, and several 
new members.] The interview questions (see Appendix C) focused on the secondary 
research question: "Are there any structural factors that might explain the success of this 
network, including connections among members, connections among networks and 
groups, nature and development of leadership, level of flexibility to adapt and change?" 
This question was broken down into four areas: structure (obstacles overcome, 
parameters and boundaries), relationship with other networks (specifically, the university 
and the NWP), funding and public policy (restrictions, opportunities, and politics), and 
comparisons between the MOWP of the present and the MOWP at its conception in 
1999. These interviews followed the format of the four areas, but were not so restrictive 
as to prevent me from asking additional relevant questions or to prevent a participant 
from sharing additional relevant information that was not part of the original interview 
protocol. 
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As the group struggled to determine its future, I conducted a two-part focus group 
session that included my oral recitation ofthree quotes from "Teachers at the Center" 
(Gray, 2000) followed by a group discussion (see Appendix F). The focus group session 
also included a visual representation activity (see Appendix G) that asked members to 
illustrate what they thought the MOWP looked like in the past, what it looked like at that 
present time, and what it might look like in the future. The purpose of these focus group 
activities was to help the members articulate in various forms their perception of the 
MOWP. While the quotes from "Teachers at the Center" directly emphasized issues of 
marketing, social justice, and issues in education, the visual representation activity 
provided an open opportunity for the members to explore further their perceptions of the 
MOWP during a time of turbulence and crisis. 
Originally I was planning on conducting interviews and surveys with two to three 
teachers who were not involved with the MOWP. Amid the events and issues regarding 
the indeterminate nature of future funding, I had multiple conversations and general 
contact (via e-mail, telephone, and in person, both formally and informally) with many 
MOWP members. These conversations served as a powerful source of formulating the 
survey and interview questions, making the use of additional interviews unnecessary. 
Observations 
All of the interviews followed the administration of the survey. In some cases, 
however, an observation occurred prior to an interview, an interview was followed by an 
observation, or an interview was sandwiched between two or more observations. I 
conducted over ten hours of formal observation of the Writing Group and the Leadership 
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Team, a group whose membership almost completely overlaps with that of the Teacher 
Inquiry Group. Observations specifically focused on the following secondary research 
questions: "What characteristics of maturity does the MOWP demonstrate? Are there any 
structural factors that might explain the success of groups, nature and development of 
leadership, of level of flexibility to adapt and change? How do the different networks and 
groups within the MOWP work together to support inquiry?" I observed three Leadership 
Team meetings, one Writing Group meeting, one Reading Group meeting, and the 
Inquiry Group 's National Council of Teachers of English (NCTE) presentation in 
Chicago. In addition, I attended an Ohio Buckeye Network meeting at the NWP annual 
meeting in Chicago, as well as at least five face-to-face group gatherings (potluck 
dinners, holiday celebrations) that were held to enhance both the personal and 
professional aspects of membership in the MOWP. 
During the observations, I took the general context of the observed group ' s work 
into consideration. More abstract concepts such as leadership style (body language, tone, 
response to issues), risk-taking (the initiation and perception of mature or controversial 
topics, the manner in which mature or controversial topics were discussed, the tone of the 
group in the face of conflict and debate), and structure (which members do what, 
authenticity of shared power, relationships among members) were observed and 
compared with responses to interviews. 
My original plan, at the suggestion of several professors and advisors, was for 
field notes for observation to be recorded on a prepared paper divided into sections 
headed "maturity," "sustainability," and "expansion," under which evidence of these 
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hallmarks concepts would be noted. A fourth section would be used for thoughts related 
to the fom Bolman and Deal frames for organizational analysis. At my proposal hearing, 
Dr. Yolanda Rolle suggested that J leave an additional space open for new themes that 
may appear as the study progresses--a strategy to help prevent me from becoming overly 
focused on the ideas of sustainability, matmity, and expansion to the exclusion of other 
themes that may emerge. 
I did prepare a divided five-category page for use on the computer dming 
observations. Upon beginning the actual practice of observation, however, I found it 
difficult to stick to this five-category format. Despite the fact that I was recording the 
observations, I still had a tendency to transcribe much of what I heard the participants 
saying and what I saw them doing. Comments, significant pauses, body movements, and 
other exchanges would occm that I felt the need to document, but it occurred so rapidly 
that I did not have time to take notes in an organized fashion within the five-category 
system. Instead, I found myself noting a specific comment made by a participant, 
followed by my own thoughts, insights, or questions written in all capitals beside the 
comment. At times my thoughts were regarding one of the three main categories, but as 
the observations progressed and the interviews and surveys began to compliment the 
observations, other categories or themes such as "small family network," "straddling two 
worlds," and "positive feedback loop" began to appear more and more often. 
My goal was for field notes to be typed up not later than twelve homs after the 
observations in the form of memos--often narrative, but sometimes in the form of lists or 
concept graphs. Twelve homs did not end up being a realistic amount oftime for me for 
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two reasons: my children and my method of transcription. Instead of just typing the field 
notes, I found myself following a four-part process: clarifying my notes--which were 
often written in fragments--and expanding upon any thoughts, insights, or questions that 
had surfaced immediately after the observation to ensure that I later could refer, 
understand, and make use of them for analysis; transcribing the tape recording of the 
observation; integrating the thoughts, insights, or questions into a copy ofthe 
observation's recorded transcription so that that my ideas were directly set into context 
with the matching participant's comment; and, fmally, reorganizing the notes into the 
final memo that was divided into the original suggested categories: maturity, 
sustainability, expansion, and others, which would eventually become small group 
dynamic, network theory, and participatory research. This process certainly took longer, 
but it allowed me to think through my observations and develop clearer records of my 
impressions that I could revisit throughout the writing of my dissertation. 
One boundary I set for the study early on regarded inquiry occurring outside of 
the MOWP. My committee thought it was imperative that I set clear boundaries on where 
this research study would end. Though surveys and interviews did include questions 
regarding additional programs and projects, I did not conduct observations of these 
activities. I used the collected data to help me identify areas of expansion and leadership. 
I did reserve the opportunity to attend and observe outside events for the purpose of 
additional future research, but not for the purposes of this study. 
Document Collection 
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During my pilot research I began collecting documents. Participants were eager to 
share their work with me. The MOWP's administrative assistant (available before the 
loss of funding) made this an easier and more organized process by collecting relevant 
documents and by adding me to the e-maillistserv for the group. Documents collected 
were of six types: 
1. Minutes and agendas (Leadership Team meetings). 
2. Group communications (e-mail messages, handouts, announcements). 
3. Presentations, projects, and publications within the context of the MOWP 
(including products from the Summer Institute events, Super Saturdays, 
Advanced Institutes, and Technology Camp). 
4. Presentations, projects, and publications outside of the MOWP (articles, 
books, manuals, conference presentation materials). 
5. Self-defming statements (Technology Team Manual, Teacher Inquiry Group 
mission and vision, Summer Institute application). 
6. Communications with larger umbrella organizations (letter from NWP 
regarding Continued Funding Application, grant applications, NWP 
publications focused on social justice and diversity) . 
Documents related to communications were helpful in regards to the secondary research 
question: "Are there any structural factors that might explain the success of this network, 
including connections among members, connections among networks and groups, nature 
and development of leadership, or level of flexibility to adapt and change?" Documents 
related to presentations and projects within the MOWP and self-defming statements were 
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useful in regard to the secondary question, "What characteristics of maturity does the 
Mid-Ohio Writing Project demonstrate?" Documents related to presentations and projects 
outside of the MOWP helped answer the question, "How has the network spread 
throughout Northeast and Mid-Ohio since 1999?" 
Data Analysis 
Transcription 
In my original proposal I wrote that I would listen to the recorded observation, 
interview, or other activity multiple times: the first time for initial impressions recorded 
in note form, and the second time for actual transcription. After beginning the process of 
coding, however, the idea of listening to more than forty hours of observations and 
interviews two times turned out to be simply unrealistic. In addition to conducting 
supplementary analysis while transcribing--a practice that only slowed the process 
further--! became more limited on time as my son's medical problems escalated. I 
eventually decided to hire two research assistants to help me with transcription. Even 
though I was not able to listen multiple times to the recordings, I read each transcript 
approximately eight times. Each time I read the transcript I was taken back to the moment 
of observation or interview. I combined these transcripts with the personal memos I had 
already prepared and refined as well as the corresponding documents and surveys, which 
gave me a rather complete picture for analysis. 
Coding 
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In an attempt to make the incoming data visible, I created Table 4, an abridged 
portion of a nine-page graph that I used to code my findings by my primary categories 
(sustainability, maturity, and expansion). This chart not only provided a visual measure 
of saturation, but it also allowed me to I see concepts as they began to fall naturally into 
the Bolman and Deal (2003) categories, which provided me the needed evidence to 
continue to examine the MOWP by using their framework. As seen in Table 4, additional 
categories such as "Gender" and "Marketing" began to accumulate data under the 
"Other" category, and eventually these concepts grew into separate categories. In 
contrast, "Anchoring and Availability" (Groopman, 2008) did not develop into a mature 
concept and was dismissed as a potential major category. 
Sustainability Maturity Expansion 
Fanny Interview: Bridget Interview: L TM 6.25.11: 
-"I did 'admit' it to her" -Lauren as -Camille: Open 
[re: Appalachian scholastic- what 
background] Human was her motivation? 
VS. 
-"Indoctrinated" in -Charlene as -Tammy and 
writing and language scholastic and social Melanie: Writing 
Symbolic justice oriented camp and movie 
Human Resources camp extended to 
-"If we diversify than we teachers next year? 
-How has the Struc 
MOWP influenced 
your teaching or -Professional 
Megan Interview: practice? Development 
-Megan' s Sister-In-Law Bridget: Maybe it ' s 
proposal to 
University (Course? 
Theory: The MOWP because I am Workshop?) 
members are mostly all Caucasian and I was 
from different schools so never slighted -Potential of 
they are not competing-- employing selves 
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Other 
Bridget Interview: 
-Recruited a male 
who did not come 
back 
-Issues of 
competitiveness 
Meredith Interview: 
-Work -life balance: 
All members are 
mothers. How many 
are single moms? 
comparable to how one Symbolic here at University 
acts with a sister 
(MOWP members) and -Gaining adjunct Bridget Interview: 
how one acts with a LTM 6.25.11: professorship at 
Ashland -Recruitment and 
-Fanny sharing retention 
suggestions of -Committee to design 
writing groups something for 
-Megan blew off University: Want to 
-negative MOWP plan carefully but not 
wait too long because LTM 6.25.11: 
member reaction to her 
national boards to don 't want people to -Have Melanie read 
preserve sisterly fall away the paragraph about 
relationship the political issues. 
How does she 
Melanie Interview: interpret her tone 
-Self-publish (and e-
Tammy Interview: books) versus -Lack of retention (timid? Cautious? 
Retention: Baffled why "picked-up" by seen as a bad 
Self-deprecating?) 
publisher; role of investment (by NWP uman Resources the teachers she helped 
recruit didn 't continue and University) 
-Negotiation among 
with MOWP Structura larger networks, 
leadership team and 
-Camille: Has not MOWP members 
been any 
accountability in 
Table 4: Abridged coding analysis (early attempt) 
In my original proposal I suggested using Maxwell's (2004) categories of 
organizational, substantive, and theoretical concepts. My organizational "bins" were to be 
coded as maturity, sustainability, and expansion. My substantive or theoretical categories 
included the four Bolman and Deal (2003) frames for organizational analysis. I did use 
this scheme as a basis for initial coding, but I added additional primary categories of 
small group dynamics, network theory, and participatory research which surfaced through 
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the open-coding system. I developed a third layer of thirteen sub-categories and a fourth 
layer of eleven sub-sub-categories. At this point I used a flow chart system (see Figure 3) 
to organize my frameworks and categories visually. I completed multiple drafts of this 
visual outline, reworking the organization and moving sub-categories and, in a few 
instances, entire bins, in order to make the data more cohesive. I showed my category 
system to my advisor several times and received his suggestions for refmement. 
Finding 
the 
MOWP 
MOWP 
as 
Political 
Network 
Network 
Theory 
Figure 3: Organization of primary, secondary, and tertiary frameworks and categories 
As I triangulated the data and refined my thought process through the use of 
multiple interpretive stances, I moved from the most complex and complicated system of 
organization (Table 4) to a more fractured, aggregated version of coding (Figure 3), to a 
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simplified system that used the Bolman and Deal (2003) framework as the overarching 
category system (see Figure 4). 
Figure 4: Final framework for analysis 
Triangulation 
Symbolic 
Vision 
Dramaturgical Attemative 
Group Membership 
Stories 
Organization as Theatre 
Triangulation served as another way to ensure accuracy and rigor. I was 
especially careful to triangulate data that were collected from a mix of methods that 
yielded self-responses and other methods. For example, surveys and interviews were 
triangulated with observations and document analyses. In addition, data were collected 
from a variety of participants (directors, new members, founding members) to ensure a 
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full-range view of each topic. I melded the data, regardless ofform, according to my 
research questions and my primary and secondary theoretical frameworks and categories. 
These efforts to visualize and triangulate the data gave me confidence that I had reached 
a reasonable saturation point with the data (see section on "Saturation" above). 
Access, Confidentiality, and Security 
In January of2011 I attended a Leadership Team meeting and proposed my 
research study to the practitioners and Directors. During this presentation I also made 
clear the risks and benefits of the study, as well as the risks and benefits of using 
pseudonyms for the site and for the participants. Additionally I explained the personal 
consequences I would experience ifl broke confidentiality. I reviewed the Institutional 
Review Board procedures and provided handouts on information from the National 
Institute of Health for research study participants. It was at this time I gave Charlene the 
Director' s consent form (see Appendix H), as well as the MOWP member consent forms 
(see Appendix I). 
The Leadership Team waited for a month to gain approval from all team members 
(I contacted separately three members who were absent from the meeting at which I 
presented the details ofmy research project). They came to a unanimous decision to 
participate and to use real names, deciding that the benefit of opening their work to the 
public outweighed any potential risk of discomfort. Due to some of the sensitive and 
personal information revealed, particularly in the interviews, I decided to use 
pseudonyms in this research study. 
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Negotiating the Role of Participant-Observer 
From the moment I began the study ofthe MOWP, I was faced with the challenge 
of negotiating the role of the participant-observer and consequently confronted with the 
issue of reactivity, "the influence ofthe researcher on the setting or individuals studied" 
(Maxwell, 2005, p. 108). The members of the MOWP invited me into the group with 
enthusiasm, hoping that the proposed research study would answer long-held questions 
pertaining to repeated failure to recruit and retain members, specifically members of 
diverse populations. Once the group lost funding, however, the dynamics changed 
considerably. The MOWP was at a crossroads; their long-time leader and best connection 
to the umbrella networks was not available. The MOWP members sought my advice and 
consultation as an "objective" outsider. I was aware, however, that the more information I 
provided (surfacing theories, opportunities for survival, explanations for disbandment, 
and so on) the closer I would come to "insider" status. 
Eliminating reactivity was not an option, so with the help of my advisor, Dr. Tate, 
I had to "understand [the reactivity] and.to use it productively" (Maxwell, 2005, p. 109). 
My role as a participant observer had become one of ethics: having previously stated my 
bias in favor of the practice of teacher inquiry in both my proposal to my committee and 
my initial presePntation to the MOWP, I was ethically bound to support the MOWP if the 
members chose to sustain themselves. My support came in the form of providing 
emerging theories and helpful information as it surfaced, rather than waiting until the end 
of the study when it may have been too late. In addition, I faced an ethical problem in 
how I responded to the members' plea for help as they considered disbanding. If the 
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MOWP decided to dissolve, my study would be over before it had begun. A year's worth 
of pilot work would be lost, and the very question I was asking would be obsolete. If, 
however, the MOWP decided to sustain itself despite the loss of funding, the study would 
become very timely: a study about the sustainability of a practitioner inquiry network in a 
moment of deep distress and uncertainty. Again, after discussing this possible pitfall with 
Dr. Tate, who continued to serve as an external auditor for both purposes of triangulation 
and saturation, I decided.to provide my advice in a way that limited subjectivity by 
approaching the question of disbandment versus sustainability as a rational choice, one 
that was suggested by my reading and research: do not change and likely die, or adapt 
and survive. 
Limitations 
One limitation of this study is that members of the Mid-Ohio University, the 
NWP Board, and the Mid-Ohio public school district were not interviewed. At the 
proposal-hearing, this was determined to be beyond the scope ofthe study. By 
purposefully disregarding these sources, I chose to focus on how the MOWP members 
interpreted the Mid-Ohio University, the NWP, and the Mid-Ohio public school district 
as outside organizations and networks. These data from the perspective of the MOWP 
members did not provide much information about how these larger networks and 
organizations saw themselves or what the actual "facts" were. Historical and structural 
background information on the NWP was taken from founder Jim Gray's (2000) book 
"Teacher's at the Center" and the official website, NWP.org. 
A second limitation of this research was my previously stated bias toward and 
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high interest in teacher inquiry, which I divulged in writing in both my proposal to my 
committee and my proposal to the MOWP. My high level of passion and interest posed 
another type of limitation as well, as they were not matched by an equal level of 
experience and background knowledge. I began my studies of the topic at Boston College 
under the direction of Dr. Cochran-Smith, a leader in the area of teacher inquiry. I was 
inspired by the scholarship of teaching and felt rejuvenated by a classroom full of novice 
teacher researchers. I did not grasp fully, however, how radically counterculture this 
practice was considered in the larger academic world. I was ready to jump into the fray 
after I finished my audited course at Boston College. I decided to became a doctoral 
student at Boston University because my husband was employed there and I could 
receive tuition remission and a merit scholarship, conditions which freed me from 
financial or other professional obligations (such as a graduate assistant position), and 
allowed me to work as a mom as well as a student. However, once accepted into the 
program I found myself engaged in mostly independent study. At Boston University, I 
was often put in a position of having to defend and explain teacher inquiry, while I was 
still unsure of the definitions and explanations. In order to combat this limitation, I had to 
fmd mentors and allies, people who could guide me and teach me more about teacher 
inquiry. Moving beyond my Boston College experience and fmding Dr. Tate, Dr. Rolle, 
Dr. Patmon, the National Writing Project, and eventually the MOWP and Dr. Scott, as 
well as reading as much as possible--particularly within the Practitioner Inquiry Series--
helped me to gain more evidence and experience to support my passion and interest. 
An additional limitation to the study is that unlike the members ofthe MOWP, I 
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had yet to practice teacher inquiry fully. This left me in a unique position as a researcher; 
in one sense I was at a disadvantage, for I was not familiar with the pressures resulting 
from simultaneously committing to teaching and to the rigorous practices of teacher 
inquiry, as well as dealing with the ethical issues associated with studying one's own 
students. On the other hand, it is possible that this lack of experience with the actual 
practice could be seen as a benefit allowing for a more objective stance as an outsider to 
the practice of teacher inquiry. 
Another limitation is my involvement as a participant-observer. I took proactive 
steps to protect the study from validity threats of research bias and reactivity. I regularly 
spoke and exchanged documents (interview transcripts, coding, emerging theories) with 
my advisor Dr. Tate so that I had a second opinion to confirm that I was not crossing an 
emotional or ethical line, thereby ensuring that my support for the MOWP and my 
personal feelings for the participants did not unduly influence my data. I reread 
transcripts and listened to interviews multiple times to improve my skills as a researcher. 
I made lists of positives (for example, rephrasing what a participant said to ensure 
understanding), negatives (for example, interrupting a participant when they were 
talking), and areas for improvement (for example, showing too much surprise or general 
emotion or allowing a participant to get off track) about my own skills as a researcher. In 
addition, I drew clear boundaries about events I would and would not attend. At times I 
was invited to informal gatherings (holiday parties, potluck dinners, and so on), but these 
were not on my sampling schedule and if they did not serve a known purpose for my 
research I did not attend so I could maintain distance as an outsider. 
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Another limitation of this study, one which follows suit with the Cochran-Smith 
and Lytle (2004) five-pronged critique, is that it was specific to a local context and, 
thereby, not generalizable. Therefore, this study may not be considered strictly Scientific 
Based Research, a deficit in the eyes of many researchers, policy makers, and community 
members. Nevertheless, this study will provide much-needed data regarding the maturity, 
sustainability, and expansion of teacher inquiry networks, information that can be applied 
at least in part to other similar grassroots networks as well as to the larger networks that 
support practitioner inquiry. 
A fmallimitation of this study is how questions about the credibility of 
participatory research and the practice of teacher inquiry might constrain the size of the 
audience. According to Maxwell (2005), the definition of reflexivity expands to include 
"the researcher [as a] part of the social world he or she studies" (p. 82), and oftentimes 
this world contains the academic and bureaucratic realms outside of the study itself. In 
my case, a large amount of time and energy was spent negotiating with "gatekeepers" 
(Maxwell, 2005, p. 82) who were intent on interfering with the study, primarily due to a 
lack of belief in teacher inquiry as a valid practice or topic of research. Despite the efforts 
of many people, I never gained credibility in the eyes of some of these academic 
gatekeepers and, like teacher researchers, had to create my own venue within the 
academic sector to "go public with my voice." Similar to teacher inquiry, this research 
study may be ignored by an important sector of the audience of researchers and 
practitioners. 
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CHAPTER FOUR 
FINDINGS 
The data presented in this chapter were collected to answer the following four 
research questions: 
1. How has the Mid-Ohio Writing Project (MOWP) managed to maintain an active 
and growing network since 1999? 
2. What characteristics of maturity does the MOWP demonstrate? 
3. How has the network spread throughout northeast and Mid-Ohio since 1999? 
4. Are there any structural factors that might explain the success of this network, 
including connections among members, connections among networks and groups, 
nature and development of leadership, and level of flexibility to adapt and 
change? 
Bolman and Deal' s (2003) framework is used in this chapter to present the group's 
growth and survival in a more logical presentation. The answers to research questions 
five and six are explored in in Chapter 5. 
Political Frame 
The Mid-Ohio Writing Project as a Political Organization 
With the exception of one member, no one in the group reported viewing the 
MOWP as a political organization. Some participants expressed surprise that I would ask 
an interview question regarding politics and the MOWP. The outlier, a founding member, 
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was certain about the connection between politics and the MOWP: "Oh, yes [the MOWP 
is] . . . definitely [a political organization]. Part of the Summer Institute was writing letters 
to our Congressmen [requesting funds] .... The spring conference, we send representatives 
to Washington, D.C." She continued giving examples of political action: "We took the 
time ... we went to the lab and we used the 'Net to look up our representatives, our 
senators, both at the state level and at the federal level, and of course, we were all from 
different localities." 
During a focus group interview after the loss of funding, several members brought 
up the issue of why they had been defunded while other Ohio projects had not, and 
politics came to center-stage: 
Member 1: Kent State and Miami--they're still doing therr Summer Institute. 
Researcher: Do you have any idea why they are being funded and you're not? 
Member 2: No. We didn't have the matching funds. I mean, there was still some 
funding we could have had from National, but there wasn't any commitment here 
[at the Mid-Ohio University]. Their university still has the commitment. They are 
going to go in a new direction, too, but I feel like we are really starting at a lower 
point than they are. 
Researcher: But why do you think their university has the commitment? 
Member 1: At first I thought it was age, but then I figured out we are one of the 
older ones. 
Member 2: Mmm hmmm. 
Researcher: What do you think it is? 
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Member 1: I don't know. Give it straight to me. 
Member 2: I think it's that they are pulling money in and we aren't. 
Researcher: And why? 
Member 2: Columbus Area Writing Project--they are part of Ohio State ... and 
they have [whispers] names on their ... as their Directors. Certain names. 
Researcher: So you see it more as a political issue? 
Member 2: I believe. 
Member 1: I think between main campus and here, yes. 
Member 2: But Ohio Writing Project is--wouldn't you guys say--it's pretty much 
self-funded? Or not self-funded, but the one in Miami . . . . 
Member 3: Oh yeah, that one is almost historic. That one is so big. 
Member 1: There's such a prestige to it being the premiere, the first, etc. Miami is 
really 
--and it may be the politics of it again--but Miami is really into being the Ivy 
League of state schools. So they are not going to do away with that edge right 
now, because right now they see it as a star. 
Member 2: Well, plus the master's MAT program is them .... They are the MAT. 
Funding and Development 
During discussions regarding funding, the MOWP members consistently 
expressed consternation, pressure, and general concern. The MOWP had historically 
struggled with making a connection with the local community (particularly the closest 
schools in proximity, which I will refer to as Mid-Ohio Public Schools for the purposes 
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of anonymity) and was unable to produce an in-service program that allowed them to 
generate the funds needed to independently support themselves. Kathleen Godfrey, site 
director of the San Joaquin Valley Writing Project and the person responsible for 
reviewing the MOWP's annual Continued Funding Application (CFA), recognized the 
economic predicament and various challenges ofthe MOWP: "As I read your [CFA] I 
was struck by the challenges you have faced over the last year. The economic crisis, 
coupled with a temporary shift in leadership, had their effect in some measure on your 
site" (K. Godfrey, personal communication, 2011). Godfrey made several specific 
suggestions for marketing, promoting, and developing in-service training projects: 
Invite TCs [Teacher Consultants] to advocate for in-service partnerships at their 
schools, listen to their needs and facilitate their involvement in and therefore their 
feelings of ownership for the MOWP .... You mention as one of your greatest 
challenges the shift towards test prep curriculum .... Two of your [Invitational 
Summer Institute] participants last year were math teachers. I wondered if you 
might create programs that specifically target content area writing as a mode for 
learning. (K. Godfrey, personal communication, 2011) 
Nevertheless, the MOWP continued to struggle, and, ultimately amid the Great 
Recession, the Mid-Ohio University (a pseudonym has been used for the university) dean 
cut their matching funds since they were not bringing any revenue into the university and 
the campus was financially strapped. Cuts were also made by the National Writing 
Project (NWP), and funding was a central issue at the 2011 NWP Annual Meeting in 
Chicago. One NWP member at a breakout session at the annual meeting suggested that 
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teachers feel asking for money is "icky" and thus have a difficult time finding a means of 
approaching their audience when it comes to development and funding (personal 
communication, November 20, 2011). Within the MOWP there was generally an 
expressed feeling of readiness and willingness to request funds, as reflected in this typical 
member response: "Yes, I would [go talk to the Dean]. If he gave us an audience, yes, I 
would be there to speak about the professional development of teachers in the MOWP. 
Yes." Other members were even more specific in their readiness, but the wait-and-see 
approach, a leadership trait of the current Director, Melanie (pseudonyms have been used 
for all participants), seemed to dominate over any potential action in the end. At one 
point Melanie explored the notion that the MOWP did not really need funding at all: 
Well, I think that we've ... started to think through that by redefining what we're 
going to do, and how much money does it take to [do] it. And we're fmding it 
doesn't take any money to continue meeting, to continue giving ourselves [that] 
professional development. 
In her visual representation of the MOWP in the present (see Figure 5), Sandy focused on 
the loss of funding, writing: "I feel that the break from the university and the federal non-
funding from NWP are both sudden and tragic losses. Even though neither sudden nor 
tragic are words to describe an organization that still meets willingly." In Sandy's future 
visual representation of the MOWP (see Figure 6), she focused on funding and the 
relationship among money, politics, conflict, and autonomy: "My hope is that NWP 
receives funding from the federal government in such a way that continued funding is 
possible with data and voice. My fear is that the MOWP or/and NWP does not survive 
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political conflict/turmoil." 
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Figure 5: Sandy's visual representation of the MOWP in the present with a focus on 
funding. 
Figure 6: Sandy's visual representation of the MOWP in the future with a focus on 
funding. 
-· 
Grant writing. Grants helped the MOWP to stay afloat, particularly because the 
group historically did not obtain financial resources from in-service projects. The MOWP 
reported constantly applying for grants both within the NWP network and through other 
agencies as well. Camille, the leader of the Writing Group and the current co-Director 
116 
under the leadership of Melanie, is especially focused on grant writing. Her ability as a 
writer and her passion for the MOWP pushed her to learn how to apply for grants. The 
group has received grants to attend various national and international conferences on 
diversity and social justice, grants for travel (including one that sent two members to 
England for nine days), and grants that helped allow special events and other 
opportunities. 
Finding a way to survive the cut in funding. Following the loss of the funding, 
the typical sentiment was confusion and anxiety regarding the unknown future, mixed 
with a strong desire to continue with the work of the MOWP. While it was the Mid-Ohio 
University that technically chose not to provide the required matching funds and, thus, 
defund the MOWP, at a certain point the NWP had to disengage from the MOWP's 
funding issue, therefore formally excluding the MOWP from the NWP. Members 
expressed that emotions were running high when the "rug was pulled out from under" 
them, a typical metaphor used at digital meetings and face-to-face gatherings. It was 
unclear what the members thought the future of the MOWP looked like. During a focus 
group interview, Sharon described her past representation of the MOWP as generally 
positive and spoke of a type of golden age of the group (see Figure 7): "Each-one-teach-
one as we learn and share with our colleagues, our strength grows exponentially." Her 
present description was one of confusion mixed with faith (see Figure 8): 
[Our group is] still in the center, but notice all of our arrows are pointing in 
because we are trying to figure out, "How are we going to draw from this great 
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resource?" And it says, "We are looking inward towards our strength in numbers 
and collegiality to find guidance and purpose." 
Figure 7: Sharon's visual representation of the MOWP in the past. 
t 
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Figure 8: Sharon's visual representation of the MOWP in the present. 
Diane described the MOWP's past as one marked by strong leadership, but 
lacking direction and harboring a general fear of the intensity of the work (see Figure 9): 
The stick figures represent the early participants with varying facial expressions--
happy/neutral/get me out ofthis. Also directional arrows show [a:] tendency to or 
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from the "leader." The leader also has a question mark because she is also trying 
to "feel" what this will be. The writing and professional reading both have 
question marks and x's to showthe ambivalence and negativity many initially felt 
when confronted with [the intense work]. The sun represents excitement and 
enlightenment, although partially obscured [by a cloud]. The blue sky represents 
unlimited potential and green grass represents hope and expansion. 
Diane ' s present representation (see Figure 1 0) was altered, noting a lack of leadership 
and a general uncertainty regarding direction but increased strength as the group 
embraced the challenges ofthe Continuity Groups: 
I've got all the stick figures together because I feel like [there ' s] a feeling of unity 
and collegiality. There is no leader here. Although we do have a leader, but we 
take much more responsibility for what we do and how we run it and that's been 
very good .... And then the sun now is bright and full because we know the energy 
we have with it. The sky is still blue but it is a bit cloudy because we are just not 
quite sure where it is going to go . 
• v. 
-
Figure 9: Diane' s visual representation ofthe MOWP in the past. 
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Figure 10: Diane' s visual representation ofthe MOWP in the present. 
Meredith noted that her representation of the past (see Figure 11) was limited by 
her "new member" status, but she viewed the MOWP from more of an organizational 
analysis standpoint: 
My whole focus was the university, all our people from our institute . . . things we 
tried to do in the Summer Institute, all the sharing types of things that was [sic] 
invigorating and that we tried to take back to our home schools. 
Following this broader, more global perspective, Meredith' s present representation of the 
MOWP (see Figure 12) illustrated a cohesive group fighting larger, outside forces: 
We're still here as a circle but there ' s [sic] two little figures out here and they ' re 
hanging on because there are elements that are trying to destroy. Okay, trying to 
pull people out--funding and you know all that stuff. And, uh, we are looking for 
our direction. What's going to be our path? And yet we still seem to be cohesive. 
There [are] people hanging on, refusing to let go, not letting the outside forces do 
things. 
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Figure II: Meredith's visual interpretation of the MOWP in the past. 
·' 
-
Figure I2: Meredith's visual representation of the MOWP in the present. 
Structural Frame 
The Summer Institutes 
The application for the MOWP Summer Institute states that it was "at the heart of 
the Writing Project" with a clear focus: 
1. To identify successful teachers ofwriting across all curriculum areas who 
will be effective teachers of other teachers. 
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2. To identify approaches to the teaching ofwriting and the uses of writing-to-
learn in all subject areas that have been successful in real classrooms and that 
add to the profession's knowledge. 
3. To involve teachers in their own writing so that they can better help their 
students. 
4. To examine basic issues of equity and access as they affect student learning. 
5. To make current research in the field available to teachers" (Mid-Ohio 
Writing Project, 2011a, emphasis in the original). 
Even before the loss of funding had been confirmed, the Summer Institutes were typically 
described in this manner: 
I think the National Writing Project model is very important, which is what I 
bought into wholly. And it would be a shame if teachers in this area weren' t able 
to have the Summer Institute and the models the National Writing Project has set 
out. 
All eleven members interviewed, as well as the additional ten members observed in 
Continuity Groups or interviewed in a focus group, stressed the heavy workload of 
participating in the Summer Institute. One member said: 
I mean, the workload was tremendous. We had, probably, a notebook an inch or 
so thick, plus a couple of textbooks to read, but that notebook had articles and that 
sort ofthing ... shorter pieces in it. And we had textbooks to read, plus the writing 
to do, and preparing for the discussions, preparing for the demo. 
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After the loss of funding, all members said they wondered how the group would be able 
to sustain itself without having the Summer Institute as a means of attracting new 
members and generating numbers (both in terms of membership and money) desired by 
the National Office. A typical thought was expressed by one member during a focus 
group interview: 
But without the Summer Institute--not getting that this summer and not getting 
new people in is going to kind of throw a little--! don't know--a big boulder in the 
pond for me. Just trying to figure out .. . who's going to come and who's .... I don't 
know, I don't know. 
Continuity Groups 
A hallmark of the NWP program is Continuity Groups, which were defmed as: 
Programs and structures [that] are designed to support the ongoing professional 
community of teacher-consultants and foster their shared commitment to 
improving the teaching and learning of writing. As part of the professional 
community, teachers participate in the leadership of the site through teacher-
consultant councils and advisory boards, and through a variety of opportunities 
that build knowledge about the discipline, professional development, and 
classroom practice. (National Writing Project, 20 13) 
The NWP endorsed continuity models and programs in various forms including, 
"Teacher inquiry programs, study groups, professional reading groups, writing groups, 
and other types of learning communities keep teachers engaged in the writing project and 
support their continued learning" (National Writing Project, 2013). The MOWP's four 
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core Continuity Groups were the Teacher Inquiry Group, Leadership Team, Writing 
Group, and Reading Group. 
The Teacher Inquiry Group. At the 2011 National Council of Teachers of 
English (NCTE) conference in Chicago, members of the MOWP described the Teacher 
Inquiry Group as a: 
Collaborative space to explore issues of student engagement and 
participation .. . [having] recognized the value of practitioner inquiry groups and 
sought ways to voice curiosities about our own teaching, to read together about 
language arts teaching and learning, and to engage in systematic, teacher-research 
on our own practice. (Copenhaver-Johnson, 2011, p. 1). 
The Teacher Inquiry Group was made up of nine members ofthe MOWP--all but one 
were also members of the Leadership Team--and one university faculty member. 
Members of the MOWP claimed that diversity of teacher experience enhanced the 
practice of inquiry: 
As a group of teachers whose classrooms included elementary, middle, high 
school, and college settings, we found that our community provided the elasticity 
to foster conversations informative to all of us, despite the differences in our 
specific questions, our settings, or our years of practitioner experience 
(Copenhaver-Johnson, 2011, p. 1). 
The Leadership Team. The Leadership Team was traditionally an invitation-
only group of selected teacher-consultants, the Director, the co-Director, and one fellow 
who demonstrated potential for future leadership. It was reported by members to be 
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considered an honor to be a member of the Leadership Team, a mark of distinction and, 
in the case of newer members, potential. The Leadership Team served as a formal place 
to conduct business and logistics, in which members had identified roles, established 
clear long-term and short-terms goals, presented verbal and written agendas, and used 
more protocol than in other Continuity Groups. Still, a large amount of non-structured 
inquiry occurred in the times between the meetings of the Leadership Group. Pedagogical 
subjects and educational issues, as well as personal and family issues, often broke 
through the organizational matters. Inquiry, particularly the group' s focus on choice and 
student engagement through Socratic Seminar, was often a topic, since almost all of the 
members of the Leadership Team were also members of the Inquiry Group. 
After the loss of funding, the Leadership Team changed its name to the 
Development Team, and became, as one member stated, "more open to bringing other 
people in." It was at this point that the Leadership Team served as an assemblage for 
rallying for survival as all of the active members brainstormed how they would sustain 
the MOWP, and as one member stated, work as "floating amoebas until we fmd someone 
to be our glue again." 
The Writing Group. Sharon, a founding member who had been a participant in 
all ofthe groups except the Teacher Inquiry Group, described the evolution of the 
Writing Group in this fashion: 
[In the beginning] it was more personal writing than professional, but I think we 
wanted to move it toward more professional writing. But I think we all needed 
some support, you know, "How do you do that? How do you write a professional 
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article?" We did some research on [it] , "Okay. Now you've written a professional 
article. How do you submit it?" 
Camille, the leader ofthe Writing Group, and Melanie, an active attendant of the 
Writing Group, reported a general lack of consistent attendance mixed with a hope for 
increased future engagement. Camille stated: "Small attendance, but still alive. So I 
personally think we should continue to do [the Writing Group] .... We had a writing 
overnight in Cleveland and just [two of us] went. Maybe through the website there will 
be more communication?" 
During one Leadership Team Meeting the members discussed at length how they 
could increase Writing Group participation, whether the group should move toward a 
more structured setting like the Teacher Inquiry Group or become even less structured 
like the Reading Group. Their problem was: How much "accountability" should be 
placed on the writers whose resources of time and energy were already pushed to their 
limits working as practitioners in the classroom and serving in other capacities within the 
MOWP? They also discussed the structure and protocol of the group, including the use of 
time and presentation of writing: 
Sharon: [In other Writing Groups] they read finished pieces .. .. So I think we need 
to address that kind of thing, too. Is this going to a place where we write, or 
critique and help each other become better writers? 
Melanie: Or can you do both? 
Francie: I never share a piece that I've just written a rough draft. No one ever gets 
a piece of mine until I've gone over it .... But I loved going to the writing retreat, 
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just when, especially when I was a teacher because I didn't have a lot of time. But 
if you really want to write, ladies, I'm just going to lay this out there and you can 
take it or leave it--but I was a teacher and I worked full time and I came here and 
did all this. If you really want to write you can still write and be published and be 
a teacher because I did it. 
I observed four attendees in the Writing Group. They began with "Writing into the Day," 
a NWP technique that serves as a type of writing warm-up, and which several of the 
participants reported using as a classroom practice. Melanie, who led the group the day I 
observed, provided resources on professional writing from the NWP, noting that the 
group had "talked about writing about our professional experiences. I think it's a really 
friendly way to get it." At least two members made use of these resources during the 
writing sessions. 
Two members wrote professional non-fiction, one member wrote fiction based on 
professional experiences, and a fourth member, Adele, wrote about a serious car injury 
that she had experienced exactly one year ago: 
Two headlights in my left periphery. No time to react. None. An almost 
instantaneous impact. Vehicle on vehicle. Harder than anything I've ever felt 
before. And then it all goes black. Or does it? I don't remember. Time passes. Or 
does it? I don't know. Is that Emma screaming? She's screaming at me. I look 
over at her. I think she asks me ifl'm okay. I can't answer and I don't know. 
What I do know, what I can sense through the fog of my mind is that my front 
tooth has been knocked out and I can feel it lying on my tongue. Who is that 
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beside me talking through the driver's side window? He wants to know ifl'm 
okay and I try to answer him but I can't make any words come out. The strangest 
feeling. He's talking to me and I can hear and understand him, but my mouth and 
voice are not responding to my brain. Oh my G-d. There are bones coming out of 
my leg. Or is it my foot. Bones? I can see them. Because ofthe twisted angle my 
body is in I can see them, but there is no pain. Why don't I feel that? Are the girls 
okay? I can hear Lauren behind me almost screaming. She's scared, frantic . .. . And 
G-ddamit I know my front tooth has fallen out ... .I had a beautiful smile. I know I 
did. Yes, it was crooked with two front teeth that sat at a teeny angle, and a 
bottom row that squeezed together and not too straight, but it was still beautiful. I 
was complimented on my smile all of the time. I was even voted on as best smile 
of my graduating class of 1987 [in high school]. And now it was gone. My vanity 
had literally taken a hell of a blow. 
When Adele was finished reading her work aloud, she asked for feedback, particularly 
about how to bridge the gaps of space where she could not remember what happened. 
Each of the other Writing Group members provided ideas, some reading from notes that 
they had jotted down on notepads while she was reading: 
Member 1: "And everything goes black." Maybe the next logical place is, "The 
next thing I remember is .... " However, the in-between part we need to hear, too. 
Member 2: The tooth is sort ofrepresentative of your smile, which is 
representative of you. 
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Member 1: You know, you can structure it chronologically, or you could do it [by 
viewpoint] "mom story," "sister story." 
Another member, who had used the NWP resources Melanie provided and worked on an 
ongoing professional piece about issues in education, discussed the "finger-pointers" and 
the "blame-givers" in schools today. This led to a discussion based on what one member 
called "social theory" and another member's experiences teaching the history of the 
Holocaust: 
Member 1: When you said the fmger-pointers and the blame-givers . .. you made 
me think . . . [about] Holocaust education and victims and perpetrators and 
bystanders . . .. And forget the rescuers. Who are the rescuers in public education? 
The teachers. You could do that. Wow. Because the children--who are the victims 
in all ofthis? It's the children? You know? 
Member 2: But it also is ... .It also is society .... As these victims come into position 
of power. 
Member 1 : And society is also the bystanders . ... You know there is a circular 
thing going on there too. That's interesting .. .. You remember the Kitty Genovese 
case? Where all those people were in the apartment building when she was 
murdered? .... And they now have something called "The Bystander Effect." So 
you could .... You might want to check into that and see ... .I don't know if it will 
actually go with what you're talking about but . . .. 
Member 2: Well, we don't know until we look. 
The member who chose to write a fictional piece based on a student she had been 
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observing at school was not sure where she was headed, but two of the other Writing 
Group members noted that the tone of the piece sounded like "inquiry"; one member 
suggested that it "sounds like a door opening" to teacher research. 
The Reading Group. Diane, the leader of the Reading Group, said she believed 
that it was very important that the group remained informal with low accountability: 
With the Reading Group we need to make it very, I think, very informal and 
casual and not too much accountability or not too many people want to come ... .If 
[we make] it more rigid we would lose people ... .I just feel like that as the teacher, 
the time that is so precious that you have ... .If you feel like you can come and you 
are not going to get in trouble--like sometimes someone didn't finish the book or 
they come they say, "I started it" and we say, "That's okay." 
Under Diane's leadership, the Reading Group did not focus on professional literature. It 
was not held in a professional setting, but in a more familial environment based on 
camaraderie and warmth. Once a year, a Reading Group planning meeting has been held 
at a local combined country store and berry patch: 
And it's traditionally the meeting where we bring ideas to the book club, and if 
you have any books that you are reading that you think would be good. A lot of 
times they are just books that you are reading that aren't necessarily involved with 
the classroom. Urn, it's a very nice relaxed meeting, just have lunch and then we 
kind of plan out the next year. So I'm sure we will be planning it and figuring out 
what we are going to be doing and to, urn, generate interest ... .It's a lot of fun, 
yeah, if you like to pick blueberries in addition to coming to the luncheon, it's a 
130 
great place and we will be right in the middle of blueberry season, and it's a lot of 
fun and they are fresh and delicious. 
The Advanced Institutes. The Advanced Institutes were smaller, more 
condensed professional development sessions held during the school year. They covered 
a wide range of subjects, including the use of technology such as Google Docs, Google 
Blog, Wetpaint, Animo to, and Amazee (M. Hersman, personal communication, 2011) 
and teaching grammar both implicitly and explicitly. The subjects were based on the 
needs of the members of the MOWP. For example, many members expressed the need to 
develop their technological abilities in order to use e-mail productively to communicate 
due to the challenge of bridging wide geographical distances in a rural area. The 
Institutes were typically described as heated sessions of intellectual inquiry in which 
members became engrossed in the subject at hand. The leader of one of the Advanced 
Institutes described this intensity: 
[The Getting into Grammar Advanced Institute] was supposed to be a half-hour 
discussion, and 45 minutes later we're still yakking it up and I said, "We have to 
end this, we can't do this, you know, we have other things to do on the 
schedule" ... .I couldn't stop them. I couldn't hold them back. 
Members also reported taking what they had learned from the sessions back to their 
classrooms. Meredith, a relatively new member of the MOWP, was a teacher with thirty-
four years' experience and was in her mid-sixties. She was constantly taking on new 
challenges, especially in the area of technology, in which she strove to take advantage of 
what she calls the "native techies" (her students). After leading and attending several 
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technology-focused Advanced Institutes, she brought the lessons learned back to her 
classroom full throttle: "I'm going to make all my stuff on Google Docs now. I don't 
know how I'll put it all together, but that fascinates me that you can do a whole course 
that way." 
Members and group leaders also reported increased use of technology in order to 
communicate with one another via e-mail, the MOWP website, a Wiki site developed for 
an online Reading Group, and to support the publication of their book. The current 
Director, Melanie, described the ultimate goals of advancing the use ofTechnology: 
I think we're trying to ... facilitate [change] for our teachers so that they actually 
use it [technology], and take it to classrooms ... .I remember Sharon the flrst year 
that she was in the [MOWP] .... Her face would get bright red because of the 
frustration with dealing with technology. And I look at her now and [and how far 
she has come, and] I think, "Oh my gosh!" 
Other continuity groups. Other groups included the Super Saturday Workshop, 
the Legislative Team, the In-service Training Team, and the Technology Team. The 
Super Saturday Workshop served as a fall extension of the Summer Institute, a means to 
encourage Summer Institute fellows to incorporate the practice of teacher inquiry 
initiated over the summer into their respective classrooms at the start of the school year. 
The teachers were expected to return to the MOWP in the early fall to present their 
ongoing research in the context of the classroom. The Legislative Team advocated for 
NWP funding through letter-writing campaigns and trips to Columbus and Washington, 
D.C., to meet with district and state representatives. The In-service Training Team 
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planned and implemented in-service training in the surrounding area. The Technology 
Team had a two-fold purpose of promoting communication and technology-based 
education. 
Individual Contributions 
Individuals and small groups of the MOWP members made contributions to the 
larger educational community in various forms: non-NWP conference presentations, 
research studies, published works, and other relevant educational presentations in non-
conference settings. Individual contributions also served as a means of "marketing by 
association" the work, research, and purpose of the MOWP. Conference presentations 
included topics such as twenty-first century skills, comparative literature for traditional 
and progressive young adolescent reading, the use of menus and rubrics to enhance high 
school final English projects, literacy workstations, intentional listening, and storytelling 
through technology. Seven of the eight active members interviewed gave some type of 
presentation at least once a year. 
Eight of the members had experience or were currently working as adjunct 
professors or in university faculty positions, teaching pre-service courses such as 
"Technology in the Classroom," "English Composition," and "Literacy and Writing." 
One member served as an Intermediate Literacy Collaborative Trainer for The Mid-Ohio 
University Literacy and Learning Center. 
Several members began Reading Groups at their school sites. One member began 
a Mathematics Inquiry Group at her school site in addition to bringing the tenets of the 
Writing Project to her school through a Writing Curriculum Team. Some members served 
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as department heads, curriculum or literacy coaches, lead teachers, or union 
representatives, while other members had non-traditional positions such as internships at 
the Cleveland Museum of Art and the Akron Zoo. 
At least seven of the members interviewed and surveyed had been "published," 
beyond NWP-related articles. Published items included poetry, non-fiction articles, 
middle school mystery, adult mystery, newspaper articles, professional educational 
journal articles, co-authored books, lesson plans, grants-related publications, and museum 
resources. 
Reshaping Groups: Discussions About Streamlining 
As the MOWP members found themselves at a crossroads with a lack of 
leadership and a lack of funds, leaders in the National Office made their view on survival 
strategies clear: all sites were to engage in the practice of "linked local," which 
encouraged sites to join together and support one another through commonalities, like the 
Common Core standards, and to decrease geographic challenges and increase 
communication by using the Internet. Being linked locally would make things more 
efficient in a time when the National Office was forced to make severe cuts, and would 
also present a "generational opportunity" to look at the current state of the NWP, 
revisiting the hallmarks of the NWP and considering any structural changes needed for 
adaptation and survival (Eidman-Aadahl, 2011). In a breakfast conversation at the NWP 
annual meeting, a member from the University of California, Davis group (personal 
communication, November 20, 2011) described the NWP prior to the Great Recession as 
a wheel, with the National Office as the hub and the states as the spokes. Over the first 
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ten years of the century, however, and especially with the funding cuts, the image had 
changed to each individual state being the hub of a wheel, and the state' s sites as the 
spokes. Essentially, the NWP was streamlining the various groups to increase efficiency. 
I related this metaphor to Charlene, former director of the MOWP, and she agreed with 
the interpretation. 
Excessive numbers of groups. Typically the members of the MOWP said they 
thought that there were either too many Continuity Groups or low attendance at too many 
of the groups--in other words, that the resource of membership was spread too thin 
among the structure of the different Continuity Groups. One member described the 
physical shape of the groups using her hands to draw imaginary circles in the air: 
I see the Technology [Team] over here, kind of disjointed other than doing the 
Advanced Institutes .... So far the Advanced Institutes have all been . . .I don't 
know what they've been in the past, but the two I've been involved in, they have 
been technology because that is a perceived need, I think. The Writing [Group] 
seems to be over here. And the [Teacher] Inquiry [Group] and the Leadership 
[Team] seem to melt together, because most ofthe people who are doing the 
Leadership Team are doing the [Teacher] Inquiry [Group], not all but a 
lot .... [And the Reading Group] They're off, too. 
Melanie, the current Director and a founder of the MOWP, looked at it from a more 
emotional standpoint, stating: "One of the things, I think, that frustrates me .... There's 
just too many meetings, and that' s what I worry about." Sandy, the newest member who 
wholly buys into the NWP and describes the MOWP as a "saving grace," described the 
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logistical issues ofhaving so many groups: "After the Summer Institute, the [Teacher] 
Inquiry Group started weekly, and I couldn't manage it, personally, with work and the 
kids and babysitting and everything that comes with like a 4:30-6:30 stint." 
One founder of the group presented an atypical viewpoint, suggesting that the 
group actually expand the Continuity Groups in order to provide more outlets for a larger 
variety of interests for their members: "We would have a large Writing Group, a dozen 
people. We might have two Reading Groups, one that works on professional literature 
and one that works on reading for pleasure--rather that's fiction or nonfiction." 
Guidance from the national organization. One limitation ofthis study is the 
fact that no one from the NWP national board was interviewed. Certainly this study 
provides a perspective of how the MOWP interpreted their relationship with NWP, and 
not how the NWP interpreted itself as a grassroots organization. In addition to 
documentary evidence and general participant reporting, Charlene, who sat on two 
national committees and remained a node with strong ties to the NWP national network, 
did provide her personal perspective on the NWP in relationship to the MOWP. Charlene 
did not see the NWP as a top-down organization, but did see that the network had an 
"infrastructure" which included "some absolutes" : 
You absolutely have to have a Summer Institute, okay? Your Summer Institute 
should have experienced teachers. When you go outside of those boundaries, 
nobody slaps your hands. It you are doing it too often and it is affecting the health 
of your site, that will be noted in your annual review as, you know, a reminder, 
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"This is this not who we are, but the Summer Institute is built on this and here's 
why." 
Charlene did view the NWP as a type of parent organization and recalled, "All along the 
reason they pushed in-service so is that they were saying, 'You shouldn't rely on the 
federal funding. You should be able to sustain without,' because now remember [the 
NWP] started [in California] without the federal funding." In this sense, Charlene 
explained, the NWP was trying to protect the MOWP and help the MOWP learn from the 
larger NWP's past, the story of survival in which they struggled as a grassroots 
organization without any outside funding at one time in the history of the organization. 
In a member check, founding member Sharon clarified her interpretation of the 
NWP and the NWP's notion of growth, concepts that aligned with the expressed views of 
Charlene and the majority of the other members: 
I think it is important to know also that the NWP model encouraged growth and 
implied that stasis equaled stagnation. So, while the impetus from NWP 
encouraged, yea verily, mandated growth and expansion, the MOWP group itself 
seemed to function around a fixed coterie of members with infrequent floaters in 
and out of the core. Visualize an amoeba--a core nucleus with pseudo-pods 
expanding and contracting randomly. The dozen or so core members of the 
former MOWP are the nucleus. The pseudo-pods are the attendees to various 
events (in-service workshops, seminars, classes) who appear and disappear at 
their discretion and have no long-term fidelity the core group. 
In response to the MOWP' s request for funding in 2011, the NWP recognized some of 
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the MOWP's strengths, particularly in the areas of leadership via mentorship and the 
focus and development on technology: 
Over the last few years, your site has prepared for shifts in site leadership by 
creating a mentoring structure. I'm sure this has served you well as Melanie has 
become interim Director this year .... Clearly, you are developing a reputation in 
your service area for expertise in technology. Your shift to a Technology Team 
has energized your site with technology taking a more central role in all aspects of 
your work. This might serve well as a model for how to expand your capacity in 
in-service. (K. Godfrey, personal communication, 2011). 
Godfrey, site director of the San Joaquin Valley Writing Project who was responsible for 
reviewing the MOWP's annual Continued Funding Application (CFA) also suggested 
structural changes in leadership: 
It seems to me that you may have created such a strong leadership team that you 
now need to step back and foster a more grass-roots approach for site-
planning .... You might plan a visioning retreat for all interested TCs [Teacher 
Consultants], similar to the one that has been so effective at the Prairie Lands 
Writing Project. 
Godfrey noted that while the MOWP had become small and strong, the role of leader was 
not always clear: 
Wisely, you have involved a number of TCs in the CF A writing process, but make 
sure that you have one editor who goes over the document at the end and who 
holds your site accountable for the good ideas generated in the CF A. 
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She finished by noting the "teacher as scholar" tone of the MOWP, suggesting that the 
members challenge themselves to link locally: "Focus your site ' s considerable 
intellectual powers to figure out ways to market and fund partnerships." 
Efforts to streamline. Certain Continuity Groups had become streamlined over 
time. For example, all but two members ofthe Leadership Team were involved in the 
Teacher Inquiry Group. The work ofthe Leadership Team also heavily overlapped with 
the work of the Technology Team, the Advanced Institutes, and the Legislative 
Committee. After some thought, Melanie came to the conclusion that "Everything that we 
are already doing can fit into one continuum" and expressed her hope for the future: "It' d 
be on the continuum instead of, like an octopus." Even the member who had suggested an 
increased number of larger groups questioned how the MOWP could actually separate the 
Reading and Writing Groups when the acts of reading and writing naturally fit together. 
Eventually the MOWP decreased the number of face-to-face meetings, essentially 
streamlining the Leadership Team, the Teacher Inquiry Group (including the production 
of their book) and the Writing Group, while allowing other projects--Reading Groups, 
non-inquiry Writing Groups, Mathematics Inquiry Groups, conference presentations--to 
develop naturally at individual sites and be shared via Internet, formal meetings, and 
informal gatherings. In the summer of2013 the NWP asked the MOWP to rejoin an 
effort of the national system by becoming part of the Algebra Project (Algebra Project, 
2014a), an initiative supported by a new faculty member at the local university and an 
academic program that the Mid-Ohio Public Schools would be using. The MOWP' s 
initial response seemed to be that joining the Algebra Project would equate to a 
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reconnection with the NWP. It is not clear whether the MOWP understood that the 
Algebra Project was not an NWP project, but a Civil Rights math education project 
peripherally associated with the NWP. 
Role of Technology 
According to the results of the interviews, members of the MOWP did not have a 
strong history or a high comfort level with the use of technology. Tammy, who would 
become the "technology liaison," recalled the initiation of technology in the MOWP: 
[Right now it is] better than what it was. Uh, on a scale of 1 to 10, probably we're 
at a 5 or a 6. When I came in, nobody wanted to use e-mail or anything, so it was 
like pulling teeth. 
A typical response to the question about the role of technology before the development of 
the Technology Team was: "No one really knew the password [to the website]," and: 
I went into that as a "computer hater newbie" ... .I don't want those machines, I 
didn't want to touch them, and when [Tammy] said, "Well we're going to do our 
responses on the computer," I thought, "Oh yeah ... we will, won't we?" 
Prior to the development of the Technology Team, Tammy reported introducing 
technology through small presentations during Leadership Team meetings to avoid 
overwhelming the technophobic members. Her technique usually engendered positive 
responses. All of the members learned to communicate via e-mail and word processing 
programs, as recalled here by one of the most technophobic members: 
When I started, it was an obstacle, you know, one more thing to have to do 
between me and my writing. It would be a tool between my brain and the paper, 
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and now, you know, I don't think I could get along without a computer. I'm at it 
every day. 
The technology team. In 2010 Charlene stated, "The time has come to bring 
change to [the MOWP]. We need members to come back and want to stay. We need 
[recruits] to see the power of[the] NWP and what is has to offer" (Technology Team, 
2011, p. 2). 
These thoughts and the persistent question of "Why don't they come back?" led 
former Director Charlene and technology liaison Tammy to attend Tech Matters in 
Chico, California, in 2007, and "after carefully analyzing the site' s presence [came to the 
conclusion that] many assets were not being utilized to make the site an effective tool" 
(Technology Team, 2011, p. 2). Charlene and Tammy decided to build a Technology 
Team with a two-fold mission: 
To brainstorm how Technology could create a hook and lead the TCs back to the 
MOWP [after completing the Summer Institute] .... [and to] focus on educating 
MOWP members about different forms of technology and how to integrate these 
tools back into the classroom. (Technology Team, 2011 , p. 3) 
Charlene and Tammy needed additional support from the NWP, so in 2007 they 
attended Web Presence in Massachusetts, where they developed a slogan for the1r site: 
"The MOWP is a gift waiting to be opened" (Technology Team, 2011 , p. 3). They also 
determined the need to integrate the TCs "native techie" knowledge into the teaching of 
technology at the MOWP (Technology Team, 2011 , p. 4). An initial period of excitement 
and increased productivity followed the Web Presence retreat, but this was followed by a 
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period of :frustration. Again, Charlene and Tammy turned to the NWP, and in 2009 they 
attended the Technology Liaison Network/Research Development Retreat in Tahoe, 
California. There, non-MOWP retreat members pushed Tammy and Camille to consider 
hard questions regarding retention, recruitment, and follow-up (Technology Team, 2011). 
Marketing through technology. The development of the Technology Team 
provided the needed additional support for the growth and strength of other Continuity 
Groups, including the Advanced Institutes. With the help of the Technology Team, the 
MOWP decided to hold several Advanced Institutes focused on Technology. As 
suggested by Godfrey in the 2011letter regarding the MOWP's Continued Funding 
Application, this type of technology-focused Continuity Group served members' interests 
and provided a means of marketing the MOWP to the larger educational community. 
Tammy recalled the enthusiasm ofthe four TCs who attended the Advanced Institute, 
members who had not participated in the MOWP since the Summer Institute: 
A participant said she was so excited to be learning Movie Maker and sharing her 
[work from the Advanced Institute] with her students. She felt adding a digital 
story to her English lesson would enhance the motivational level to the students ' 
learning, causing them to make precise choices about the story they were reading. 
Even prior to the development of the Technology Team, Tammy had established 
"Technology Camps" for youths that were specifically marketed to students at their 
school sites and to the students of faculty at the university: 
Join us for a week of scripting, analyzing, and developing your own movie. 
Movie Maker will be the platform to produce your creation along with learning 
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software for producing a multimedia movie. You will also record your voice, 
inserting video/pictures, text, and designing costumes to aid in the production of 
your award winning movie. You will showcase your movie creation before an 
audience on the final day! (T. Godby, personal communication, 2011). 
At one point Tammy expressed her desire to stop doing the Technology Camps because 
she had "too much on her plate," but enrollment continued to increase, particularly 
among university professors' children. Academy Awards Night was built up with much 
anticipation: 
Academy Awards Night will be filled with excitement, anticipation, and 
Director's [referring to the Student Directors] pride. It is a chance to celebrate 
each camper's amazing talent and to reward their hard work. The ceremony is 
open to anyone that would like to attend. Dress is formal. (T. Godby, personal 
communication, 2011). 
Tammy reported that parents told her their children "couldn't wait to for what she had 
next year," and she found herself committing to another summer despite her full plate. 
Linking local with technology. The MOWP was a rural site, literally in the 
middle of Ohio, and face-to-face meetings and any in-service activities required use of 
personal resources such as time for travel and money for gas. The notion of being linked 
locally through technology and common interests as proposed by the NWP in 2011 
(Eidman-Aadahl, 2011) aligned with the mission and products of the MOWP Technology 
Team. Once funding was lost, Melanie stated, "We need to maintain communication so 
we don't float away." During the same period, another member described the use of 
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technology as "bridging a travel gap," noting: 
We 're hoping ... to have a blog and have people contribute to it within our [own] 
little inquiry group ... .In the past what they've tried to do is go off to retreats and 
write. And that has not, I don' t think that has worked well. 
Many members also highlighted being linked locally with schools through technology as 
a common interest, a practice that many local teachers and administrators were looking to 
develop. Several participants spoke of Ohio ' s One-to-One program, which strove to 
match every student with a laptop, noting that teachers were asking for help as how best 
to use this resource: 
I think there is a thirst for that kind of thing [technology]. Teachers like using it. 
It's another tool. Just unfortunately they don't always have access to it. .. . Yes. I 
think people want to learn more and I think they want to learn in an environment 
that isn't like the native [techie] who comes in and says, "blah, blah, blah," and 
then walks away . . . .I think we [the MOWP] tend to understand that. 
In many ways, being linked locally through the use of technology made the 
Teacher Inquiry Group more sustainable, allowed numerous inquiry-based presentations 
across the country to occur, and provided the medium for the pending publication of the 
Teacher Inquiry Group' s book. "The MOWP has also started [a Teacher] Inquiry Group 
studying student engagement in the classroom. Without technology and the help of the 
Technology Team, this [Teacher] Inquiry Group would have not taken off the ground" 
(Technology Team, 2011 , p. 16). 
144 
Human Resources Frame 
Recruitment 
The central way that the MOWP engaged in expansion was through the 
recruitment of members via grassroots marketing and promotion in the form of flyers , 
personal invitations by principals and project leaders, and word-of-mouth to Summer 
Institute fellows. Once a potential fellow arrived to an event, the MOWP was marketed as 
a cohort of trusting practitioners who were prepared to support one another as 
professional educators and as writers with voices that deserved to be heard. A typical 
description of the recruitment process was: 
They kind of hook you when you get there, and ... first of all, they made me feel 
appreciated, that was the big thing. And then they made me realize that I was a 
writer, which I've always been told I can't write .... So those were two things, and I 
realized it was more than just credit that I was going for. 
Leadership 
Each of the leaders demonstrated specific personal and professional traits and 
methods that have had a direct effect on the structure and activities of the MOWP. There 
are connections between each ofthe leaders and the National Office of the NWP and the 
university administration. One of the founders who had been an active member since 
conception described the role of leadership and the changing of leadership in this way: 
"Well, it was a transition in leadership, but it was more than that, too, because the name 
of your leader is the name of the group." 
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Founder. Lauren, a faculty member at the university's school of education, was 
the founding Director of the MOWP. Lauren was consistently described by the early 
participants and members as independent, empowering, and rebellious as well as 
someone who did not have a strong connection with either the NWP or the university. 
The founding members and early participants reminisced about Lauren's strong spirit as a 
student-centered professor who pushed them out of their comfort zone in order to build 
their sense of confidence and autonomy, as in the case when she "had us write on pieces 
of paper things that [bug] us ... things that deflated us .... And we put them in the "shit 
pile" .. .. And she lit it on frre." 
Lauren' s leadership style directly influenced the early structure ofthe MOWP. 
She tended the administrative details herself or outsourced the work to the non-MOWP 
members, which allowed the MOWP members to focus fully on scholarly aspects of the 
project. Specifically, Lauren focused on the notion of"teachers as scholars," with a 
challenging, strong, scholarly Summer Institute. She did not, however, initiate any 
Continuity Programs. Consequently, the NWP standard of continuity was encouraged by 
a push from the National Office. A founding member recalled: 
[The Reading Group and the Writing Group] didn't take off right away .... And 
then we developed a Leadership Team. That wasn't part of the beginning, that 
group came from, probably from the National [Office], from their 
recommendations, that you ought to have a Leadership Team. 
Second Director. Lauren did not receive tenure and left the university shortly 
after. Charlene, one of the earliest members, though not one of the actual founders, took 
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over as the second official Director. Charlene was generally described by those 
interviewed as a leader who thrived on the concept of mentorship, constantly looking for 
and finding the strengths and interests of others and employing the use of shared power to 
direct the MOWP. She was also generally described as somewhat disorganized and as 
one who liked to play the devil' s advocate. She was consistently described as having an 
extremely strong connection with both the NWP National Office and the university 
administration. 
Charlene was a natural networker, and in 2006 she became involved with the 
National Leadership Team, which provides annual training for new directors, after dining 
with the assistant of the Leadership Site Team and receiving a personal invitation. She 
also was asked to review Continued Funding Applications (CF A) in Berkley, California, 
for three years. Charlene reported that once she had established these types of 
connections with the NWP on a national level, the MOWP's participation in site 
development programs increased significantly: 
I think that [my role on a national level] certainly helped us, okay? That helped 
us ... .I think [National was] very supportive. Not only of me but of our site. Very 
concerned about our site. [pause] Almost anything we really needed they found a 
way not to just give it to us, but to steer us in the direction so that we could obtain 
it ... .I think a lot of that was because I was involved on the national level. So me 
becoming involved on the national level kept our site at the center or within eye's 
view, because we could have easily, being a small site, gotten lost in the shuffle. 
As access to new possibilities opened, Charlene used her mentoring style to make the 
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best use of the available funds: "I learned ... to find out what the teachers were interested 
in and .... I chose to use so much [of money provided by National] for development of the 
teachers based on their interests." 
A long-time member who describes herself and Charlene as "kindred spirits" 
wondered about the link between the loss of funding and the fact that Charlene was in 
Mrica at the time: "There are people who ... because of who Charlene is, they will cater to 
Charlene and whatever she's doing. So without Charlene [here in Mid-Ohio] .. .I don't 
even know if we would've lost the Writing Project [if she had been here]." A new 
member who hardly got a chance to know Charlene made a similar comment upon the 
loss of funding, saying: 
With Charlene out of the country, she seems like a very strong connection to all of 
the people at the main office. So I don't understand that relationship or what kind 
of relationship she has with everybody ... .I don't really know, I don't understand 
how we're the only site in Ohio that was stopped being [funded]. 
Although Charlene had a strong connection with the National Office and the university, 
members repeatedly related stories of how she and the rest MOWP were unable to 
connect with the local schools, particularly the Mid-Ohio school system closest in 
proximity to the university campus, and provide in-service programming. This was a 
necessity in the eyes of the NWP, which ideally wanted all sites to be self-sustaining 
through various means, but usually by providing local in-service programs. One 
exception was Tammy, who reported that Charlene successfully produced a MOWP-
based professional development program at her local site of practice. Tammy introduced 
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the Writing Project to her school site with Charlene ' s help: 
When Charlene came [to my school site] , she gave all the principals the NWP[' s] 
"Because Writing Matters" [Nagin & National Writing Project, 2006] and they 
read it, and they were just floored at the ideas in it. So, I think that's what sparked 
our administration to really promote the Writing Project, or at least writing in 
general, and . . . we probably have maybe three-fourths of our teachers that use the 
writing. 
While Charlene in part blamed her own "inadequacies" and not "know[ing] how to go out 
and sell the Writing Project" for a lack of successful in-service training, she also did echo 
Tammy' s positive recall of events at both Tammy' s school site and Bridget' s schools 
site: 
The flrst year we went in and it was just a little bit but it was enough to whet their 
appetites. And then we went in a big way in the second year .. .. And I knew we 
weren' t going to get called back the third year, because I could hear, "Oh my 
gosh. We can do this ourselves!" and, "I never knew so-and-so did this." .... And it 
was phenomenal. . .. Once we pulled them together they knew how to do it .... So 
we worked ourselves out of a job in that case! 
Third Director. The third Director, Melanie, was a founding member who also 
served as the co-Director under Charlene. She then took over as Director when Charlene 
left to set up flve Writing Project sites in South Africa. Melanie was typically described 
by members as a good listener, a very organized person, someone who employed a "wait-
and-see" approach, and as having a tenable connection with the National Office and the 
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university. One member who had worked with both Charlene and Melanie compared 
their styles, highlighting the differences but noting the importance of different leadership 
traits for different periods in an organization's life: 
I don't think right now Melanie is comfortable with her role of taking on a real 
dynamic leadership role. She's still feeling her way, and that's her personality. 
And maybe that's good because if [someone] came in and thought they knew all 
the answers, that would turn off a lot of the people who are just beginning to 
emerge. 
Melanie's wait-and-see approach was described by one participant as a submissive form 
of action, a general hesitancy, or insecurity regarding university protocol and politics, 
preventing her from taking action. Melanie herself described the confusion and 
uncertainty of navigating the university system as she settled into her new position as 
Director of the MOWP: 
Researcher: So, is that.. .. Are you uncomfortable going to the Dean? Is it just 
impossible to go directly to the Dean? 
Melanie: Kind of. 
Researcher: Is it not appropriate to go directly to the Dean? 
Melanie: Right, it's pretty much .... There are other people to go to, and I got to 
find out who they are because he's so overwhelmed and busy. 
Second Co-Director. Camille noted that she sought to follow Charlene's method 
of mentoring. She had extremely high expectations that often were not met (by others or 
by herself), which had left her feeling unsatisfied. She was seeking connections with the 
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National Office, the university, and the community in order to ensure the survival of the 
group. A new member supported Camille's stated belief that she valued mentoring and 
high expectations: 
I think that I could [publish]. The only reason I think that is because of Charlene, 
Camille, and Melanie. We talked a lot about publishing and submitting journal 
[articles] through a lot of the different journals through the Summer Institute. 
There was a really big push for us during that time, looking at proposals and kind 
of thinking about that. 
The same member recalled being pulled deeper into the workings of the MOWP after the 
Summer Institute, feeling flattered and empowered by Camille's enthusiasm and 
mentorship: "She was a facilitator when I was in the Summer Institute. She called in 
January and said, 'We wanted to see if you wanted to go to Washington, D.C. [for 
legislative work]."' 
Development of Personal Capacities 
Reflection. All of the members interviewed were profoundly reflective about 
themselves and their professional practices, a characteristic that often surfaced in their 
writing as they considered relevant issues such as recent challenges in the classroom, 
work-related events which converged with their personal life, and their strengths and 
weaknesses as teachers. The only area in which all of the members did not demonstrate 
profound reflection, but rather demonstrated a range of abilities, was in the area of critical 
consciOusness. 
It can be argued that engaging in inquiry, a practice that requires personal and 
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professional reflection on a continuous basis, naturally leads to increased self-reflection 
and self-awareness, which in tum supports a teacher's professional development. For 
example, Bridget described how her degree of openness changed depending on the 
environment, a piece of self-knowledge that would be helpful for a teacher who, for 
example, might move from the smaller, student-centered classroom, to a larger, more 
toxic and territorial school environment several times in one working day: "Not in my 
writing ... .I'm very open, I share a lot. But in my interpersonal connections, I tend to keep 
to myself." Sandy, who described herself as timid and shy, simultaneously recognized her 
tendency to be passive aggressive as she reflected on her time teaching under one 
particular principal. This notion eventually helped her to start asking more questions, 
especially when she sensed injustice was at hand or a better practice could be 
implemented to serve the needs of the students: "So I have always done what I have 
believed was good teaching, always. Even if I was told to do something else, I always 
manipulated it so that I felt comfortable ... . Yeah. I am very passive aggressive." In 
recalling a time when a severe illness had almost ended her life, Meredith, a woman who 
described herself as non-emotional and strong-willed, recognized that: 
I have to wrap my head around things so I will kind of, I don' t want to say brood, 
but I will think about it, come to .. .. And once I could wrap my head around it, I 
was fine ... .I'm always looking for the silver lining. 
This was very helpful when she found herself caught in political situations in an 
unsupportive school environment that did not recognize or encourage her practice of 
mqmry. 
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Devotion and diligence. All of the members demonstrated a sense of devotion to 
the profession of teaching, to the children they taught, to professional self-improvement, 
and to the survival and advancement of the MOWP. Tammy not only promoted and led 
the Movie Production Camp for years, thereby generating marketing and funding for the 
MOWP, but also wrote "Developing a Technology Team: A Manual to Aid Other 
National Writing Projects" (T. Godby, personal communication, 2011) . While being 
interviewed, her devotion and diligence surfaced in the statement, "[When people say 
things to you like, 'You'll never get hired in math'], it just makes me work harder. You 
learn in life, you don't take no [for an answer]." 
Sandy reflected on her move from a large urban school with a multicultural 
population consisting of Somali, Hispanic, and African-American students, a diverse 
environment that posed intellectually stimulating professional challenges, to a smaller, 
urban Catholic school with a less diverse population: "So it's a different atmosphere than 
I was teaching in and I needed something more than my own classroom and shut the 
door." That "something more" ended up being the intellectual stimulation and reflection 
ofthe MOWP. 
Confidence. Self-confidence in leadership skills varied depending on venue. For 
example, some participants said they felt like strong leaders at their school sites, but 
impotent within the MOWP. Others felt the exact opposite way. The one exception was 
Meredith, who said she felt confident in her leadership abilities in all venues. In 
discussing the importance of teacher inquiry, this confidence and the desire to pass on 
confidence to others was clear: 
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I think we should do more [teacher inquiry]. I really do. There are a lot of people 
out there doing very good things very quietly. Teacher inquiry gives people an 
avenue to go out and say, "I'm doing this. This is working. I tried this." 
For Meredith, the practice of inquiry was more than a personal intellectual challenge; it 
was a means to help her profession move from "teacher as technician" to "teacher as 
knower" and "teacher as expert" (Bickel & Hattrup, 1995; Cochran-Smith & Lytle, 1999; 
Lieberman, 1989; Palinscar et al. , 1998; Wood, 2007). In a profession where those who 
challenge the status quo are often rebuked with suspicious stares and thanked for their 
contributions by a "Is she still talking?" audience (as one member described her school 
site inquiry presentation), Meredith's confidence and pride drove her to help other 
teachers find the confidence within themselves to make their voices heard. Other 
participants were usually ambiguous or noncommittal about their leadership abilities. For 
example, one founding member said that she never saw herself as a leader at the MOWP 
(a comment which another founding member present whole-heartedly disputed), but 
grudgingly admitted, "[My school site team members saw me] as a leader." 
All ofthe practitioners reported feeling confident as K-12 teachers, knowing that 
this was indeed a gift or a talent and a source of pride. One participant demonstrated her 
confidence with a wide smile on her face, picturing the scene: 
If kids come to my room, I'm hoping that half of them are like, "Ha! Ha! I 
haven't read a book, in like, six years" and I'll be like, "Uh-huh, I'll get you." 
And their parents are like, "I hope you do." It's almost like they know it's a big 
joke, but I get them. They read 20 books for me--or 25 . 
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Another had a different approach, but with the same level of certainty: 
I tried to be intellectually a leader. In other words, I wanted to know the content, 
but on the other hand, I was not afraid to say, "Well, I'm not real sure about that, 
why don't we go to this book, or .. . go here and see what we can do." 
Most reported feeling confident that they could teach at the university level (eight of the 
participants had past experience in or were currently teaching in some type of university 
position), though some wondered if they were lacking some type of statistical 
background. Again, Meredith was the exception. She saw no difference between herself 
as K-12 teacher and university professor: "I think of myself in all those realms." One 
member who had a difficult time in high school and had not been considered as a 
candidate for a college education stated: "Not at all [nervous]. I'm ready to go. And I 
even e-mailed [my university colleague] the other day, and said, 'When do you want my 
syllabus, because I'm ready. " ' 
The group was split down the middle in terms of confidence as a writer: half of 
them considered themselves writers and considered the idea of publishing as something 
they could do, while the other half (including the leader of the Writing Group) said they 
felt frustrated with their writing and did not feel that they could truly say, "I am a writer." 
Those who were confident in themselves as writers said things like, "I mean, writing is 
me . .. that's my strength," and "I knew I was a writer. That's always kind of been the way 
I express myself, so that wasn't a problem for me." In contrast, those who were not 
confident in themselves as writers said things like, "I have called myself a writer and the 
response I got--and this was just in conversation--was, 'So what do you write?' And I 
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didn't ... I was just silent. I don't know what I write. I just write." Another member 
explored her lack of confidence from the angles of rejection and risk-taking: 
A fear of rejection--not from each other, but it's one thing to read a book because 
there's no pressure there, there's no competing to get it published, it's just 
something that I enjoy. But ifl send something to a publisher that's not published, 
have I wasted my time? 
She continued reflecting on a piece she did send to a professional journal: 
And it was accepted, though I found out later that they pretty much accepted . 
everybody's, which is okay, which is okay, but I think [being a writer is] being a 
risk taker and maybe I'm not as much of a risk taker as I thought I was. 
Conflicting Roles 
Everyday teacher vs. critically conscious educator. There was a range of 
abilities to think in a critically conscious manner within the group. All of the members 
interViewed agreed that the MOWP was a place that was a risk-free environment in which 
they could explore "messy" or controversial topics. When I asked, however, for examples 
ofthese topics, the typical answers given were based on scholarly subjects, particularly 
grammar: "Yes [grammar is a messy topic.] [Teachers] are either, 'We're not 
grammarians, therefore, we don't teach grammar,' or 'Grammar in isolation does nothing 
to improve writing,' and my thing is, but it provides a common language." Other typical 
examples of difficult or "messy" topics were scholarly or pedagogical examples taken 
from the classroom: 
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I think some of the things that you do in your class, like the first time I tried to run 
literature circles ... .I felt more comfortable saying that here [with the MOWP] and 
listening to people's experience with them, and then going back and saying, 
"0 kay, I could have done this ... I could have done that." 
This sort of response demonstrated that MOWP members were able to discuss issues of 
pedagogy and issues of reflection or "What went wrong?" within this group, a discussion 
they could not have in a non-collaborative school. However, they were not as 
forthcoming about examples of "messy" issues such as teaching for social justice. 
Sandy, the newest member, had recently moved from a low-socioeconomic, 
highly diverse urban school. She described herself as passive-aggressive and avoiding 
conflict until she joined the MOWP, but she did recognize social justice issues as messy 
or controversial topics: 
We've talked about how poverty levels at home ... how different it is for kids who 
come from poverty or some abuse and how to engage them or how to be sensitive 
to that. ... The student who works eight hours a night and comes in or the student 
whose parents do ... .I mean there are a lot of different things that you can just 
problem solve or not feel so alone that there is another student like that in some 
other class that you can try to get to. When I am at the Mid-Ohio Writing Project, 
we are free to talk about content area or the variables, which are all of the students 
and parents. 
Upon deeper investigation it was found that many of the members either had extremely 
positive and powerful past experiences with social justice and/or were living lives based 
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on the ethics of social justice. Meredith, one of the members who had cited "grammar" as 
a controversial topic, later in the same conversation described herself "as an equal-
opportunity grandmother . . . .I have two Jewish grandchildren ... three African American, 
one redneck, and two yuppies." She discussed the challenge of watching her grandson 
grapple.with identification as a biracial male in American society, the struggles of her 
non-Jewish daughter raising Jewish children in a conservative Jewish neighborhood in 
New York city, and the pain ofhearing her White students making racist comments 
before seeing her family photos on her desk and remembering to "not even go there" with 
her. 
Sharon' s response to the messy and controversial question was "spelling," but 
during a Writing Group observation I listened to her read a piece she was writing about 
the welfare mentality. When I asked her a follow-up question, she said she would not 
have discussed this issue as that would be "too close to home," but within the MOWP she 
would discuss it: 
A little bit, but not a lot. I think my opinions and my views on this have been 
formed basically from observation, and just knowing people who are on welfare 
and seeing the kind oflives they lead ... . See, I have a lot of trouble with social 
justice. I'm not very politically correct, and my views are probably not a lot of 
people's views. 
At first Bridget could not recall any times of conflict or controversial discussions, but she 
began to delve into her past as the interview went on. She recalled her days of teaching in 
Columbus City Schools where the African-American women took her under their wing; 
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how she began to provide food to the students because they were eating dried spaghetti at 
home; how she was the only White person attending a students' funeral, which she 
remembered was more a celebration of life than a mourning of death. She remembered 
attending the university and signing up for courses studying the teachings of Malcolm X 
right after the race riots of the 1960s and being one of two Whites in the class and not 
being believed when she said she had never met a Black person. In her reminiscing, she 
went all the way back to her childhood town, the same town where she teaches now, and 
spoke about how the encouragement of segregation only pushed her to further educate 
herself: 
Well, there weren't any [Jews or Blacks] in Loudonville at the time . .. and mom 
telling me I couldn't play with the kids I was playing with because they had 
different colored skin .... So the knowledge that prejudice and differences existed 
were there, which made me want to read more. 
Francie recalled how she did not "admit" that she was Appalachian, not even to 
her best friend, neighbor, and fellow founding member of the MOWP Sharon, until after 
she had begun a teacher research study at her school site and was attending a social action 
institute in England for nine days. Through her research, Francie verified her hypotheses 
that there was a higher number of Appalachian boys and African-American boys in 
special education at her school and that the teachers were creating classes and dividing 
students by neighborhood, assuming that those from the ''North End" or inner city 
(minority students) would bring the total school scores down. Francie said she believed 
that "if given the opportunity, and high expectations were set, and they were given the 
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skills," these students would prove to be just as capable as other students to pass the sixth 
grade state test and improve upon their fourth grade scores. Francie taught the special 
education students in her classroom with the same techniques, the ones she had learned at 
the social action institute, that she was teaching to the non-special education students. 
"Many of them passed the test in sixth grade that couldn't pass in fourth grade. And those 
that didn't improved significantly." When I asked Francie why she never shared any of 
this, including her personal history, with the MOWP or with her best friend, she said, " [I 
didn't feel] not unprepared, Oust] ... in unfamiliar territory." 
Charlene had a unique perspective as the only African American in the MOWP, 
but also as a member who was born and raised in Mid-Ohio and a graduate and former 
teacher of the Mid-Ohio public schools, the same school district with which the MOWP 
had been unable to develop in-service ties since the conception of the MOWP in 1999. 
Charlene' s personal experiences in the Mid-Ohio public schools and her personal 
perspective on issues of diversity in the district may have had an impact on the 
development, or lack of development, of the relationship between the MOWP and Mid-
Ohio public schools, and, thus, are relevant to this study. 
When I asked Charlene about returning to teach in her hometown, she responded, 
"I was comfortable there. That was my former high school .. . .It was my building. I was 
very comfortable there." When I asked Charlene about issues of diversity growing up in 
Mid-Ohio, she recalled that there were two high schools, one serving the "White" part of 
town and one serving the "Black" part of town. Charlene lived on the outskirts of the 
White part of town, and was one of the few African-American students who attended the 
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historically White high school. Charlene recalled: "We didn't get a bus .... We were far 
enough away, we should have. But they said we were like a quarter of a mile within not 
getting a bus. So our parents had to carpool to take us to school." 
Over time, however, the demographics of Mid-Ohio changed. The African-
American population increased, and the historically White high school became majority 
African-American with a significant number of African-American teachers who worked 
under temporary licenses, particularly in the area of special education: "As long as they 
were taking classes somewhere they could continue to renew their contract." Charlene 
recalled that about ten years prior to the interview, however, a new assistant 
superintendent was appointed and she was tasked with "getting rid of anyone who was 
not truly licensed." The assistant superintendent, an Mrican-American woman and 
former teacher in the Mid-Ohio public schools, was "accused of being an Uncle Tom" as 
she was involved with the dismissal of teachers with temporary licensees who were 
unable to return to school for an actual degree, a vast majority of them African-American 
It was at this point in the interview that Charlene paused and noted surprise at 
how her memory had failed her. She began to recall "a lot of language like 'those kids,' 
'Your expectations are too high,' 'Lower your expectations, ' " and one incident in 
particular that made her feel her "gut started burning" for social justice. Upon returning 
from an NWP annual meeting one year shortly after the events at Columbine, Charlene 
discovered that of her students, upper socio-economic White boys had been "suspended 
from school pending an expulsion because they wrote plans to take over the school." The 
new principal could not override the expulsion due to a zero-tolerance policy but "didn't 
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want [the boys] to get behind in their school work. So she had written in their plans that 
they would come into school after school hours and sit with her and take their tests and 
do their work," a type of special treatment that had never once been made for any of the 
African-American students who had repeatedly been suspended pending expulsion 
hearings, which had led to many of these students ultimately failing out of school. 
Charlene confronted the principal: 
She asked me, she says, "Are you calling me a racist?" I said, "I never used the 
word 'racist.' I said this is a social class issue ... .I can see your point about not 
wanting these kids to fail so this is what I want you to do," and I named a couple 
of other kids who were out at the detention center. "I want you to take the work to 
them the same way you are trucking to the work to these four boys, or don' t 
provide for any of them." 
It was during this period that Charlene and Francie, who taught at a cross-town school in 
Mid-Ohio, decided to conduct their study on student tracking according to neighborhood 
and eventually attend the Diversity Institute in England. At the end of the interview 
Charlene stated: 
I was born and raised in this community . . .. But I didn't read about [issues of 
social justice that I could identify with] or fmd out about those until I came in this 
environment and in the National Writing Project and other African Americans 
sharing [their experiences] . 
The challenge of negotiating the daily lived practices of social justice in the classroom 
and in the community and the members' personal beliefs based on religious beliefs and 
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biography remained confusing for most of them. One member summed up the confusion 
in a statement that was typical of the participants' responses: 
I mean we' ve talked about why we can't ... we are in Mid-Ohio and that has a high 
African-American population and yet we have very few African-American 
teachers involved. What is it? I keep thinking that the Writing Project is perceived 
as being snobby or "other than." 
Another member closely examined the difference between her conservative rural Ohio 
roots and what she perceived as a liberal, multicultural emphasis imported into the school 
and university culture: 
I was not raised in diversified culture, and I feel like sometimes [the professor] in 
our [university] classroom [where I took courses], forced it down us .... And I 
sometimes got very offended that I was being forced to learn this stuff. Um ... "I'm 
not going to teach that in my classroom," was my attitude. I have opened up a 
little bit. 
At times she felt as if institutions were asking her to dismiss her religious beliefs in the 
name of diversity and multiculturalism: 
Well, for example, gays, okay. Gay marriage. You need to, in your classroom, 
when you talk about families, make sure you include them. Well, in our school 
district, we don't have those situations, you know, or they're not openly talked 
about. 
She continued to struggle with the discussions being held on the university campus and 
the push to bring these discussions into the classroom: 
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My religious views, and this all goes into political views, I don't agree with 
condoning .. .! guess you're condoning it if you say that, right? .... So, it sounds like 
more of a political, moral issue with me as a student. Listening to .. .I mean, I'm 
very accepting, I mean ... don't push it on me though. I don't want, don't tell 
me ... you know. 
During interviews several members recalled comments and classroom and conference 
episodes involving homosexuals or gay issues and noted their discomfort, such as in this 
example: "One person [in the Summer Institute] did, you know, the gay and lesbian 
literature ... transgender. .. and I thought, 'When in the heck would we ever be using that in 
Richland County?' But she did [it]." Another example involved a participant recalling the 
time one student called another student a "faggot": 
And I corrected the guy. And I said, "We don't do that in this classroom." I 
looked at the kid, and he's going like this [making a feminine gesture] to me. And 
I said, "Are you really?" And I don't know what my inflection was. I didn't know 
anything else to say ... .I know I didn't handle that situation well. 
Other members expressed confusion and regret as they recalled their interactions 
with certain "other" students. One discussed the students who attended her school 
through the state voucher system: "Those are my favorite kids, and I love them, but I 
don't know that I related to them very well," while another cited her low level of 
awareness as a professional weakness: 
Sometime I would find out things [about students] and I would think, "Well that's 
why she acted that way, or that's what happened," and I would have to go back to 
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the child and say, "You know, I'm really sorry that I was not aware ofyour needs 
at that point, and I said things to you that I shouldn't have said, or I should have 
just let it go." 
I uncovered more about this uncertainty and discomfort with social justice issues when I 
asked follow-up questions several months after the main interviews were completed. 
During a focus group interview, I read social justice-oriented quotes from NWP founder 
Gray's (2000) "Teachers at the Center," and then we discussed the straddling of two 
worlds and the notion of being critically conscious. Some members began to discuss 
controversial and political issues, past experiences of social justice or social injustice 
related to the MOWP and the classroom, experiences in their personal and professional 
lives with critical consciousness, and issues that generally reflected a higher level of 
awareness in the areas of social action and critical consciousness: 
[My daughter's friend] is a professor down at [Ohio University] and he is a Black 
man, African American, whatever. He calls himself a Black man. And he said that 
years ago before desegregation, that the African-American community was so 
cohesive, because he grew up in West Virginia, and that they had their shops that 
they, and I think that I have said this before in this group, and they had their 
butcher, their African-American butcher, their African-American baker, and shoe 
man, and all of that kind of thing. So, obviously, in the 60s we saw the need to 
make people understand each other better and integration came in. He said that it 
destroyed that cohesive quality and he said, "So, go figure." 
The group began to talk about the past retreats at the Catholic Maria Stein Center, and for 
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the first time a member discussed conflict associated with the mix of religion and 
scholarship: 
I remember people being upset ... .I remember [one member] in particular saying, 
"I'm not going to a Catholic retreat." You know, she didn't like it. And when you 
were there you realized it was much more a spiritual, but as you were saying, 
you're Jewish, you got a crucifix in the room, that would be very upsetting. 
Sandy listened to the others for a while and then described her students' reaction to 
discovering that poet Walter Dean Meyers (1993), author of"Love that Boy," is African 
American after she played them a recorded interview: 
I turn off the interview and I said, "What did you guys think?" Three people [all 
said at once] , "That is not what I pictured him to look like." And I go, "What did 
you picture him to look like?" They go, "Santa." And we started to talk about it, 
but that Santa, even in my children who are biracial [saying] "I did not think that 
he was going to be an African-American man." And I said, "Why not?" [They] 
said, "I don't know. I don't know why." I said, "He is an author. He is 
successful" . . .. And they just thought, "Oh my gosh! I can do that!" I'm like, "I 
know." 
Sandy's story immediately prompted conversation infused with social justice. One 
member reflected on past adversity: 
My husband, who grew up in Boston, was born in Boston, in the third grade 
moved to Ohio. In progressive Boston he was treated as retarded, and when he got 
to Ohio, they tested his hearing and found out that he couldn't hear in one ear! 
166 
And that's why he never got the questions .. .. He said, "That has so impacted my 
life, now even as an adult." So there are people on all levels. I am thinking about 
the African-American kids who see [Walter Dean Meyers] as the White Santa 
Claus. It just struck me so hard because I know, for my husband, how devastating, 
to this day, he feels very defensive and he is very, very bright. 
Sandy shared another experience in which she said she felt she had not been critically 
conscious enough: 
I went into an interview with a new principal. ... She was African 
American .... And she asked me, "So would you read "Nappy Hair" (Herron, 
1997) to your students?" I didn't even know what book that is. And I was like, in 
my head, "I wasn't prepared for this." .. .I struggled through the question because, 
I'm my mind, I thought, "What does she want me to say?" ... .I felt very trapped ... .! 
don't even remember how I answered it and . .. . I would have said, "Of course I 
would read it," but, urnm, and I think that the next question would have been, 
"How would you handle then, the parent coming in and saying, 'Why would read 
this to my daughter?" ' I probably fumbled around it because I wasn't prepared ... .I 
wasn't prepared for that and I had come from an urban setting where I had never 
read "Nappy Hair" to my students and so I couldn't pull on experience. 
Expert vs. technician. The MOWP provided a "saving grace" for teachers who 
had experienced unsupportive work environments where "9:00 to 3:00" teachers were 
suspicious of reflective practitioners who sought collaboration, intellectual stimulation, 
and professional challenge. Their contributions to the field through their work as 
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members ofthe MOWP were typically ignored, deliberately belittled, or just "put up 
with" by teachers and administrators alike in their home schools. One member reported a 
positive personal relationship with her colleagues, but she had failed to awaken their 
interest in a more professional approach to the work of teaching. She described their 
reaction to her discussion of her inquiry research: "When I talk about Socratic Seminar at 
school, they just don't want to hear it .... There is a fine line between bragging and 
[sharing] ... . You have to be careful." Another member who did not experience outright 
conflict with colleagues but did not feel connected well to them described the frustrations 
of being an expert teacher: 
But as a coach, my job was to work with teachers, so I was much more aware of 
what the teachers were doing .... Observing teachers, it is ... really eye opening, 
especially when you make it your business, and suddenly I had to do more than 
just...know in my heart that so-and-so is a wonderful teacher and so-and-so 
stinks . .. .I had to figure out for them, how to help them not stink, and how to help 
them be even better. .. .It was interesting the way I was perceived. Some of the 
people asked me every day, "Tell me about this. What can I do here?" Other 
people, and I quote, "No! You're not teaching my class!" Okay, then. 
All of the members recalled their attempts to recruit more members from their school 
sites, only to be met with a teacher as technician (Cochran-Smith & Lytle, 1999, p. 16) 
mentality: 
We've managed to take ... maybe one other English teacher, sometimes two, [with 
us to the Ohio Council of Teachers of English and Language Arts conference]. 
168 
[No more will go now due to a lack of] interest, because we have no professional 
development problems [in that we are] very liberal with our, giving away money 
for our teachers to learn more things. 
And while administrators sometimes support the members' efforts through time off and 
fmancial support, they rarely, if ever, use the MOWP members as a mechanism to 
enhance the notion as teacher as knower (Cochran-Smith & Lytle, 1999, p. 16): 
I would say that they [administrators and teachers] are ambiguous about it [our 
work with the MOWP]. I wouldn't say that they run around encouraging people to 
do this ... .They don't discourage, but they don't say "Yeah! Let's have a lot of 
other people do it!" type of thing. 
University faculty vs. practitioner. The majority of participants interviewed 
responded that they would be open to teaching at the university level, but that they felt 
they were not completely qualified, usually because of some vague notion that they 
lacked expertise in quantitative research: 
The statistical analysis piece ... .I feel that when you put information down in a 
professional journal there needs to be some numbers or data that's presented in 
not just a reflective way .... [But the professor that leads our inquiry group] is a 
"heart" person .... So the difference is only that she has a PhD and teaches at the · 
university. 
With the exception of Meredith, who saw little difference between being a classroom 
practitioner and being a university professor, the majority of the participants reported 
some type of professional difference or stature between the two occupations. One 
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member stated that she would never question a university professor, even when she might 
be taking a class as a veteran teacher and pedagogically disagreed with her: "I mean, she 
and I are getting closer, where I think I could eventually talk to her about that, but I think 
we were on different levels. She was a professor, I was a student .... You don't dare." 
Melanie ' s visual representation ofthe MOWP in the past (see Figure 13) showed her 
approaching the university campus with the written explanation: "I want to go in and 
stay, but I 'm not qualified. I don't have the background and the experience to confidently 
walk through those doors. Although I have been inside, when will I be found out?" A 
sign beside the university says, "Members Only; Qualifications: Certifications, IQ 125 or 
above, Knowledge of current discourse, Classroom experience." 
Figure 13: Melanie ' s visual representation ofthe MOWP in the past with a focus 
on herself upon entrance. 
Another typical response was surprise at the notion, or, for those who were 
working in some type of faculty position, recall of the initial surprise that they were 
capable of teaching on a university level: 
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I don't know [ifl could teach a college level course]. Yeah, I could do it. My 
hesitation would be to teachers. I guess it depends on the scenario and how 
comfortable I would feel. .. .I think teaching adults and children are different. 
Although the same methodology would be used, I suppose; prior knowledge, 
engagement, figuring out what they know, and taking them where they want to 
go, and inquiry. I have never thought about teaching higher ed. And then I would 
have a lot to tell. But teachers teaching teachers is a model that we have in the 
Mid-Ohio Writing Project, which was awesome. 
Again, Charlene' s experience and her status as a node with multiple ties between both the 
University and the MOWP provided a unique perspective. While the members of the 
MOWP sat in confusion wondering how the "rug had been pulled out from under them so 
fast," Charlene had detailed information that she was not permitted to share. According to 
Charlene, the Mid-Ohio University did not uphold a previously arranged agreement, 
resulting in bitter feelings of resentment for Charlene and confusion among the many of 
the MOWP members who were not aware of the tensions among the various 
organizations: 
I felt [my positions as Director ofthe MOWP] was stripped from under me [when 
I was in South Mrica]. And the reason I say that is because before I left we had in 
fact signed an agreement [with the University], a grant that we were going to 
operate the next year .... There was funding [from the NWP and the University] 
still for that year. We could have continued on. But the administration here didn't 
see that as a viable asset to the university and so didn' t want to accept the grant 
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for the year and no longer wanted to have the program. However, the teachers 
were very, very serious about the work and the benefits to them and so they 
continued. 
Upon return from South Africa, Charlene found that her position no longer existed. She 
had been given a new position with a greatly reduced salary and reported that political 
issues at the University generally had her "feeling devalued" as a teacher: 
And the Dean has actually told me to my face that--when I finally got the courage 
to go to him and explain to him how I was feeling--that basically he was facing a 
deficit . . . and unfortunately it was the non-tenure track people who were going to 
be cut. 
Charlene did not share any of this information with the MOWP because she "did not 
want to contaminate" the progress they were making in their work teacher inquiry. She 
felt it "wasn' t their problem" and that it was a "separate issue." 
Straddling two worlds. Francie, a member of Appalachian descent who grew up 
in Mid-Ohio, conducted a teacher research study in conjunction with Charlene on the 
over-identification and placement of Appalachian and African-American students in 
special education in her hometown school, yet she never admitted to her best friend of 
fifty years, a colleague of the MOWP and neighbor, that she was an Appalachian. She 
described the complexity of straddling two worlds in the area of dealing with conflict: 
A lot of people do not understand the Appalachian culture because we were not 
raised to deal with conflict. In our home, our fathers were authoritarian, and you 
didn' t question. And then when you went to school, the teachers were the 
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authority, you did not question the teacher. If you did, you had double trouble 
when you got home ... .In the job place, you didn't question your boss, you did 
what your boss asked you to do. 
Francie stated that as a youth she would "never have wanted to" go to college, be in a 
professional group like the MOWP, or be interviewed by a doctoral student from a 
university when she was growing up because people engaged in that type of practice were 
"boring" and not "her folks, her family." She explained that she was forced to go to 
college by her father, "who saw education as a way out." But, she reported, "Once I was 
there, I wouldn't have traded it for anything." 
Researcher: So education as a way out. You all made it out, but yet, you came 
back. [Working in] a field where you're helping children. I fmd that interesting, 
don't you? 
Francie: I don't fmd it interesting. I went back for a purpose, because I was 
discriminated against all the way through school, and at that time in Mid-Ohio 
City, which was where I lived .... We were segregated, that's all you can say about 
it. 
Researcher: Okay, specifically, you got out, you came back, [and] you're taking 
action [through you're research]. 
Francie: I haven't taken enough. I didn't change it. 
Meredith has found it easier to live in several worlds at once. When Meredith 
became a single mother at a young age, it was her mother who insisted she attend college 
as a non-traditional student: 
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That was my mother. This is her quote: "They can take everything away from you 
but they can't take away your education. You will get an education. I will take 
care of this baby. And I will do anything I can to help." Before she died she put 
my daughter through her master's [degree]. She paid for it. 
Today Meredith is helping her daughter, who is a college-educated, dedicated, expert 
teacher and also never-married single mother of three biracial children, put her grandson 
through college one course at a time. The straddling of worlds did not end there: 
Meredith simultaneously had an adjunct position at the local university while owning and 
operating a driver's education school, the name of which is "ABCDE Driver's Ed." in 
honor of her love of teaching. She took cabs around Manhattan to visit her other 
daughter, who was also a college graduate, worked with non-profit organizations, and 
. was raising her own children Jewish, the religion of her husband. Meredith traveled all 
over the country for professional development, making presentations at conferences and 
advocating for educational issues such as teacher inquiry, technology as the language of 
students, and the use of data and analysis in the classroom. 
Tammy also overcame a difficult start to be comfortable as a professional. She 
grew up in a loving, religious, and conservative horne. Her dad was a meat cutter, and her 
morn was a homemaker: "And I come from a family, too, I didn't tell you this, of 
nobody's been to college before, so for me ... I had a lot of factors against me." Tammy 
reported that she was constantly told, "No, you can't," in the context of school. When 
asked if she were ever encouraged to challenge herself by taking any honors or Advanced 
Placement classes, she answered: "No. Heavens no!" despite the fact that she had good 
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grades and a strong work ethic. "No, I had good grades .... No, I was in band and 
gymnastics ... Matter fact, at Pioneer I had straight A's." When it came time to apply for 
college the guidance counselor told her she was not a candidate, for reasons which she 
didn' t understand: "Maybe because I come from a family that isn't college educated. I 
don't know." Still, many from her school were encouraged to go on to higher education 
and Tammy reported feeling left out: 
Oh, yeah. A lot [of kids from my high school] went [to college]. .. .! was kind of 
jealous, you know, and everything. When I start[ ed] thinking about going to 
college, I thought, "Well, I can do this," but everything I did had to be on my 
own, because my mom didn't know .. . .I filled out all the forms, I did all the 
fmancial aid." 
She did not have the support of her school, and her parents were not able to help due to 
their lack of academic experience, so she just did it herself. Once she got herself into 
college she still heard "No" from others, but nevertheless found herself in teaching: "A 
lot of people said, 'Oh, you won't finish' . . . .In the classroom, I just loved it . . . .I thought, 
'Why didn't I ever think about teaching?' You know, because I've never been exposed to 
it." Once in teaching she was told, "No," she could not pursue mathematics as a focus . 
But by that time Tammy had learned not to take "No" for an answer: "I would spend four 
hours a day in the math lab. I'd get up four hours early in the morning to do my math." 
Despite Tammy's success, her son was also discouraged by a guidance counselor 
from pursuing higher education: 
I can't even go back and tell [my guidance counselor] , you know, how far I made 
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it. But I resent it now. And when my son was told the same thing in high school, I 
thought, "No, we're not going to go this route." 
Tammy ensured that both of her children had access to higher education; her son was in 
military service and working through college, and her daughter had completed her 
bachelor' s and master' s degrees. The difficulties of straddling two different economic 
worlds resurfaced, however, when her daughter decided to go to law school: 
[My daughter] was going to go to law school because she's always wanted to go, 
[but we] can't afford it .... She even got accepted up at Michigan. We took her to 
the orientation, found out the fmancial aid wouldn't pay for housing, so she had 
no money to live on, and they won't let her work, so she was devastated. 
A final example is Sharon, whose parents were farmers . She was raised 
Presbyterian in a small town in Ohio and considered herself to be politically conservative. 
She described herself as a child: 
I was very shy, very bashful, lived in the country, very unsophisticated ... .I 
admired the teachers, I admired what they knew ... .I saw education as a way to 
improve my lifestyle. Now you know educators don't get rich, but it' s given me a 
good life, and so I wanted to bring that to others, you know, to share with other 
kids who were like myself, to say, "Hey, you don't have to live all your life this 
way. There are things you can do to make yourselfhappier," ... That sounds pretty 
altruistic. 
Sharon was a good scholar and graduated from college, but she noted that much of her 
knowledge about history and politics did not come from a formal education but 
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experience, observation, and reading books outside of class, as evidenced by where she 
obtained her knowledge about the Industrial Revolution: 
I learned that through family, I guess. My husband's grandfather had his own 
company, so he was part of the institution of the starting of the Industrial 
Revolution, and so I know that from personal family history how that worked. 
And my husband was an industrial arts teacher, so I know a little about the 
manufacturing and the craftsmanship and the things that go on there. 
Sharon was a true intellectual in a community that at one time had been centered on and 
embedded in the culture of farming but over time had lost many of its agricultural roots. 
She described her school community, the one that she attended and where she later 
taught: 
As a staff we'd known each other for almost all of our professional lives. The 
middle school opened in 1966, 1967, with a whole new staff, so it was really like 
family. You know, we grew up together, physically and educationally .... And we 
were a really close-knit group .... Everybody knew everybody else, everybody 
knew everybody's kids, and so in that sense I probably have a slanted, biased, 
atypical kind of professional life. 
Yet, Sharon's professionalism and expertise as a teacher set her apart; she was able to 
accomplish her altruistic goals and fulfill her desire for lifelong learning, but at the 
expense of having to straddle two worlds: 
I think it has been a positive thing for me and I look at what I was as a child and 
my family, you know we all go back to, when we get together we say, "What do 
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you remember? Do you remember when we had to go to the outhouse?" And we 
all kind of marvel at ourselves because ofwhere we have been and where we 
are ... . And yet, I believe, did we have those values or did we have those 
aspirations? It's kind of hard to go back and think how we felt then and what our 
view of the world was then as opposed to what it is now. 
Sharon also reflected on her fifty-year friendship with Francie, discussing how both of 
them had been straddling two worlds all along: 
And now I talk [with] ... Francie [who] has got family what she would call 
"Appalachian." Not with any sense of apology or any sense of"We're only 
Appalachian," but she talks of that culture as one that has a rich heritage, and they 
do. And they have some values and some family things that, perhaps, others of us 
outgrow or deliberately leave behind. 
Sandy expressed a constant struggle of straddling economic and professional 
classes: "Financially, my family, me, we're struggling and yet we are in the professional 
class. My husband and I have more education than our parents and our siblings, [but] I 
can't pay for dance classes." She recalled her own childhood and her current experience 
of teaching at a private school: 
Since being an adult, I see how [my parents] struggled, but teaching at a school 
where I see a lot of [the] privileged half . .. .I don't know, when you define 
economics and how I straddle, I really straddle so, a lot .. . . Sometimes I don't 
understand why the struggle is so hard ... .I'm not sure what I am teaching my own 
children. 
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Sandy expressed her love for teaching and her frustration with the teaching profession 
and those who are not critically conscious: 
But I don't want to be anything other than a teacher and so when I think, personal, 
I feel that it is unfair because it is what I am good at .... So, struggling fmancially 
is hard and also teaching my own children wants and needs, and the differences 
between them, and my daughter wants to be a teacher and my husband has 
discouraged that because, underlying, I think that it's because offinancial reasons. 
She described the ongoing struggle for her husband, a principal at a low-socioeconomic 
school, and reconciling his day-to-day work issues with parental challenges: 
But also, you know, he also is very noble and teaches children who don't have any 
food or parents and I can't imagine, that he had a choice as a profession, either. 
And we struggle to purchase new things and we . .. and yet on the other hand, we 
know that there are children who don't even have socks to wear in the winter and 
how do I teach my own children about that when we, my husband lives in that 
reality of going to school and being a father to three other kids who don't have 
one, or a student who will be orphaned by the end of the year and what we'll do 
for her? ... .It's hard for me to work with teachers who are not professional. 
Symbolic Frame 
The Mid-Ohio Writing Project as a Tightknit Family 
The MOWP was often referred to in the interviews as a family, the site as its 
"home," its members as "sisters," and Charlene and the NWP as a national organization 
179 
as forms of parents or, more specifically, matriarchs in the eyes ofthe MOWP members. 
All of the participants explained that the MOWP family was of such importance to them 
that they would sacrifice time from their actual husbands, children, and grandchildren on 
weeknights and weekends in order to make time for the MOWP, as typically expressed 
by this member: 
I just leave them. My husband is very supportive so that makes a big deal. ... He 
sees the importance and the passion that I came back with from the Summer 
Institute and that I needed to be with a group of people who continued to question 
and be better teachers. 
The members seemed to be somewhat aware of the connection between their 
insularity in a familial , tight network and the inability to recruit and retain members. 
They found comfort in the routines of the MOWP, knowing that "I could go away for a 
year or more and I could come back, and it would be the same." Yet, they were 
simultaneously wary of the dangers of such insularity: 
And we talked about it in Leadership Team, about rotating out .. .. So that one 
person doesn't have to do all the work, [but also] to get a new viewpoint and 
become a dynamic organization rather than one who's stuck in certain 
personalities. Because you bring the personality with you, no matter how you try 
to be a position, you're still a personality. And so to fill those [leadership] 
positions with different personalities, bring a different perspective, different 
emphasis, different viewpoint, different strengths and weaknesses. 
The insularity bred by familiarity was clearly stated by one member: "I don't think we 
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want to exclude people, but then when you have had kind of a history, all that, it makes it 
a little bit difficult to, you know, know where they would fit in and feel comfortable." 
Charlene, viewed by many members as a leader and matriarch not just to the 
MOWP but on the national level as well, extended the family metaphor by describing 
how she felt a sense of pride coupled by a sense of melancholy when she relinquished her 
role as Director: 
[They] were fmally, in terms of the teachers, at a place that we had dreamt of 
being when I started as director in 2004. Some ofthe teachers that are involved 
now in the teacher inquiry, I would say I birthed those teachers, a lot of them . .. .I 
probably shouldn't have looked at it this way, but these were my babies. 
Charlene continued this line of thought as she recalled how she had helped to prepare the 
MOWP for her departure to South Africa, providing scaffolding for the members as they 
became more independent: 
Initially I always wanted to take someone else [with me to conferences] because 
as the director I believed I should know what's going on, but also give [the 
members of the MOWP] the arms and the legs to walk on their own. So we were 
just moving to the place where I was just relinquishing more and more 
responsibility to them to the point [of] me flying the coop and going off to South 
Africa for a whole year. 
The family metaphor was extended to the national level, as one member summarized in a 
typical response: 
When I go to national [conferences] .... We all can get into a room no matter 
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where you're from and talk about you know, writing across the curriculum, and 
everyone is so happy and excited and it's like [another member] always says, "It ' s 
like family wherever you go as long as you know that you are a National Writing 
Project person." 
Many members said this concept of the MOWP being part of a larger family made being 
cut more painful. Many of the participants reported viewing the NWP Board members as 
chief leaders in not just the larger NWP family, but in the American education 
movement, accomplished women (in most cases) who they aspired to emulate. Charlene 
agreed, reporting: 
Yes [I would agree that the MOWP members see the Board members and the 
national members as big, important people.] They have made comments like that. 
How much they appreciated when they would attend conferences or programs that 
[the board members] would come up and say, "Oh, hi, Camille" or "Hi, 
Sharon." ... . And I would say .. . there are people at this site who miss that, and they 
feel ... forgotten, unloved, now disconnected. 
Warmth and belonging. Gray (2000) recalls a colleague's summary of why the 
Bay Area Writing Project, the original NWP site, was so successful: "It is a program that 
is one-third curriculum, one-third group therapy, and one-third religious experience" (p. 
115). There were several occurrences during observations and interviews when a member 
of the MOWP would become emotional due to becoming reminded of a personal 
problem, a work-related problem, or in the case of following example, a topic of 
straddling worlds during a focus group interview, but felt protected and understood by 
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her "sister": 
Member 1: You're allowed to cry. 
Member 2: I'm going to bring her a teddy bear. 
Member 3: I'm just bad,.once I start, I can't stop. 
Member 1: We've all been there. 
Member 3: I always do this when I am with you guys. 
Member 1 : We are good for you. 
Member 3: I never cry! 
Member 1 : But we're good for you. 
Member 3: It's crazy! 
Member 1: No, it's a good thing. 
Member 4: Because it's your core. 
Member 3: That's the crazy thing. I cry all Summer Institute. (Laughter.) 
During a Writing Group session, Michele expressed that she had had a hard week 
revisiting personal health problems, issues the group knew all about, and quickly 
connected with Adele, who was writing about her one-year anniversary of a devastating 
car accident from which she was still recovering: 
Michele: And an aunt [of mine] who had a kidney transplant is back in the 
hospital. .. . So I've been in this depressed mood that anything I write is just blech. 
(Laughs.) 
Sharon: The upside of that is it could be an outlet for you. 
Michele: An outlet for me to write. 
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Sharon: And kind of tussle around with it and come to grips with that. 
Michele: But it's rough being on that kidney transplant floor. 
Melanie: I bet it is. 
Michele: Yeah, my sister and I always kid that we'll win the lotto and redo the 
kidney floor, because they [the hospital] have all that money and redo all those 
buildings and they leave that kidney floor the same. And you know it's been like 
that since my dad had his transplant. [Our family has] had 12 transplants on that 
floor. . .I'm guilty of two. (Laughs). 
Adele: So, you, you've spent some time in the hospital as well. 
Michele: Oh, yeah. I lived on the ninth floor at Ohio State and I lived on the 
dialysis unit for about three, four weeks until I could do home dialysis. So the one 
year, about four years ago I started the school year with tubes, hooked up to tubes 
at night. 
Adele: You know the thought of another doctor or a dentist . . . .It just got to the 
point if another person touched me I was going to deck them. You know some 
people, some in the medical professional aren't gentle. They just do what they got 
to do. 
Homogeneity. Demographic similarity. Of the eleven members interviewed, the 
age range was 38 to 68, with an average age of 58 years old. Of the eleven members 
interviewed, all ten were Caucasian, with one being of Appalachian descent and one 
being African American. All eleven members interviewed were reared in the Christian 
faith, some Protestant and some Catholic. Charlene and Megan were both married to 
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pastors. Camille was the outlier in that she did not practice or associate herself with any 
religion at this time. 
There was some diversity in the political views of the participants. Three of the 
members were registered Republicans, one did not consider herself a party member but 
did consider herself a conservative, one was a Democrat turned Independent, one was a 
Democrat as of the most recent primary election, and two were Democrats. 
Most of the participants had decidedly working class roots. Only two of those 
interviewed had parents who graduated from college. One participant's mother had a 
bachelor's degree and her father had received a doctorate in engineering. The other 
participant's mother earned her bachelor's degree in nursing as a non-traditional student 
later in life, and her father earned a bachelor's degree in education but sold insurance. At 
least one participant's parents did not graduate from high school. Five of the members' 
mothers were "homemakers," one of whom worked as a bookkeeper in the evenings, and 
one member's mother worked in a factory. Their fathers had a variety of blue-collar jobs, 
including two farmers, a steel mill worker, a butcher, a pressman, a factory worker, and a 
deliveryman. Three participants reported that at least one sibling had graduated from 
college with a bachelor's degree or higher. 
All of the participants were women. Issues related to gender consistently surfaced 
during group conversations on topics, such as how to bring more men into the MOWP, 
and also during interviews, particularly in the form of the members' professional history. 
A member made a typical comment about the relationship between being female and the 
choice to go into education: 
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At [the] age 20 ... my husband died, left me with a three-year-old child to raise. I 
had no education. I had no skills. So I could take the give-me route, or I could 
take the route that says, "Get yourself out there, make yourself ready." ... And 
being a single mother. .. June, July and August, entered into the decision, too. 
Plus, the fact that girl teachers and boy teachers got paid the same thing .... This 
was the 1960s and there was truly a wage differential, and there were truly things 
that women traditionally didn't do. So all those things went together to make me 
say, "I bet if you were a teacher, you could do this." 
. Another type of typical gender-related comment was about the differences between males 
and females in the schools, particularly male administrators and female classroom 
teachers: 
I did at one time [consider administration] ... .I applied a number of places and 
ended up in the top one or two and then ... I actually had a superintendent up in 
the area say to me .... "How would an attractive female handle the custodial staff?" 
And I went "Buddy, you just violated the law." 
One member discussed what she interpreted as the high school male 
administrators' perception of female primary teachers: 
The male administration has always labeled that [elementary teachers] as 
unreasonable little witches because they are very ... strong willed because they 
have to be. They are very structure-oriented. They want things to be spelled out. 
They want to have input. When our secretary was going to leave and go to the 
primary building, my advice to her was, "Those women are not bitches, okay? 
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They have lots of little souls in their rooms and they are in command. They will 
be highly regimented .... That part of their personality will translate to what you 
see when they come outside to the office. They are not being difficult. That is just 
part of the primary teacher [role]." ... And it's funny because I've seen her since 
and she said, "You were right." 
Issues of gender also surfaced during informal conversations and during discussions in 
the Continuity Groups related to the tasks at hand. These conversations typically centered 
on the members' roles as mothers and wives. For example, during one meeting several of 
the members began discussing "Story of an Hour" by Kate Chopin ( 1894 ), a short story 
about a woman who suddenly dies when she is told that her presumed-dead husband 
actually survived an accident and is alive: 
And the girls get it and the guys Oust don't get it] .... He's alive and she drops 
dead. And everyone thinks that it is out of joy, that she saw him .... But the reality 
is, probably mixed, but you know she has had that [freedom taken] away from 
her, that freedom. 
Another member stated during a separate conversation involving gender roles, "Well, you 
can stop being a wife, but you cannot stop being a mother. That's the truth." During 
another Continuity Group meeting, the women began talking about dreams and the 
female body: 
I researched it, well as much as you can--dream analysis. And [dreaming about 
teeth falling out] is a sign of pre-menopause. Because women associate childbirth 
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with--that's our femininity. We're afraid of losing that. And our teeth are one of 
the things that make you most attractive. 
Common expertise and interests. The members ofthe MOWP held common 
perspectives about their work in their schools and in the MOWP. All ofthe members 
reported valuing "the scholarship of teaching." They were devoted readers and writers. 
They saw themselves as lifelong learners who enjoyed professional development through 
collaboration and collective reflection and inquiry. They found the MOWP to be a 
refreshing escape from the toxic atmosphere often found in their schools. 
Their common perspective on teaching could be categorized as "teacher as 
professional," "teacher as knower," "teacher as researcher," "teacher as expert," and even 
"teacher as artist." They shared a common frustration with the notion of "teacher as 
technician" (Bickel & Hattrup, 1995; Cochran-Smith & Lytle, 1999; Lieberman, 1989; 
Palinscar et al., 1998; Wood, 2007). In their daily work, the members demonstrated a 
high level of creativity, using their special talents to help each of their students learn 
better. 
Expertise in teaching. The MOWP members' expertise and pedagogical maturity 
was seen through their discussions and descriptions of their classroom practices. They 
seemed especially interested in differentiating instruction and integrating subject areas 
throughout the curriculum. One member provided a typical example of differentiation in 
the language arts classroom: 
I had a large number of special ed. kids, so my special ed. teacher that I worked 
with wanted to kind of give them some sort of accountability [in the form of a 
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reading log] ... .I said, "Note: It does not have to be sentences. I do not want a 
book report. It's just a log, so when you come back to your book you can be like, 
'Oh, that' s where I was at."' 
Another member described a project that just "took off' and was integrated across the 
curriculum, a typical experience for the MOWP members: 
Everybody in the school district wrote to the military in Kabul. ... We even had 
one of the military guys fly one ofthe [school] flags over in Mghanistan, and 
brought it back and gave it to us .... We had an author come in which promoted a 
writing frenzy, and we wrote our own books and published them. 
One of the technologically savvy members described how she used technology to enable 
future differentiation by ability: 
I will have [my freshmen] next year as sophomores so my focus will change. But 
what we did, what they did, they ... put their answers on Google Docs ... .I have 
every [answer] from last year and I know how they did on each question. So when 
I get them [as sophomores] this year I will know .. . .I will have a better ov~rview 
of what their skill levels are in each area. 
The technologically savvy members gave other examples of differentiation by interest 
and integration across subject through the use of technology: 
I had poetry night. And we set up our computers and we kind of draped them. I 
called it a Tablescape .... And then they would bring other things along that would 
go with their theme ... .It was always walking around and doing a gallery kind of 
thing. 
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Another member described her technology project: 
I did a digital. .. media project with some research added to it .... And I 
videotaped ... .I did writing in the math classroom, and I put together, you know, a 
DVD [ofthe] project. Yeah, in the last week we all had to present [and] hand out 
group work, and then we formulated a book then of everybody's project and 
presentation which I still have, which I use a lot in the classroom. 
Interest in general educational issues. Although the women ofthe MOWP did 
compare themselves to a family and at times could go off topic into what one member 
described as a "chatfest," the vast majority of their informal and formal conversations 
revolved around issues in education. These conversations occurred across all venues (all 
Continuity Groups, celebratory gatherings, legislative meetings, and so on), and within 
all spaces (for example, before, during, and after meetings; walking to and the from the 
parking lot; over the Internet), and took on various forms, including debate, general 
inquiry, large group conversation, organized focus groups, and impromptu banter. 
Typical comments regarding the areas of writing, reading, and grammar included, "I see 
[differentiation as] a big challenge. Like, I have kids who read on a second grade level 
and kids who read on a seventh grade level," and "I would like to see kids start with 
capital letters, end marks, which we all say, but nobody follows through on that, spelling 
correctly, cursive writing .. .I think we all need to be on the same page .. . .I look for 
content, too." 
However, dialogue was by no means limited to these subjects. Examples of other 
subjects discussed included parent involvement with a watered-down grading system: 
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And when you take AP courses, you are not guaranteed that the college will take 
those courses . . .. With my kids in the writing [class] , if they didn' t pass the 
portfolio they would not get college credit, unless .. . there are a few [schools] that 
would still let them in with a C-. But they always took the literature course. So 
you take a year' s worth of work with me, you get six credit hours. Why would 
parents allow their children to drop that? 
Another member spoke about the role of metacognition in mathematics: 
I think that's a big thing for me ... the process, the thinking ... how did you 
formulate your answer, how did you get to it? .... Just don't give me an answer. Tell 
me how you got it...and so that's how I structure the math. 
Educational conversations moved beyond the K-12 classroom into national issues of core 
standards, merit pay, and, because so many were teaching on a university level, the 
content of college courses: 
I've heard over and over and over again that college campuses do not teach 
teachers how to teach writing. [People at the university] say, "Embed a little bit of 
it into maybe a literacy class." . . . [Now that I 'm teaching at a university], I'm just 
not seeing that we offer it . .. . [And] I'm thinking, "These are, you know, future 
educators, and where are they learning how to teach kids to write?" 
A typical topic of conversation was the lack of critical thinking, problem solving, and 
creativity that newly graduated teachers demonstrated in their practice and the source or 
reason for this deficit: · 
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Member 1: Now [teachers are] handed this entire curriculum--a CD ROM, use 
this photo with this slide with this poem and with this piece of artwork, too. 
Member 2: Yes. I've been on the delivery end of scripted programming when I 
was doing literacy coaching and the word they preached was fidelity. Two 
hundred of us across the state doing the same thing. [But] we don't have the same 
audience. We don't have the same needs. 
Member 1: I'm not knocking the kids that are coming out of college. We don't 
allow them to use their creativity anymore. Things are supposed to [be] "this 
way," cut and dry. The good ones will find a way to do it. 
Member 2: But the government is pressing us into clones and little cookie cutters. 
It's not a good thing. 
Interest in teacher inquiry. In the MOWP's presentation of"Empowering 
Teachers through a Teacher Inquiry Group: Practitioner-Researchers Explore Student 
Engagement and Participation in Reading and Language Arts" at the National Council of 
Teachers ofEnglish (NCTE) Chicago in 2011, the members discussed basic issues 
considered early on in the process of developing an inquiry group: 
We considered practical issues such as how to develop research questions, how to 
develop projects that would not only explore how we facilitate participation but 
would also honor the involvement of our students in helping us to learn (i.e., 
preserving their voices and respecting their insights), and even discuss variations 
on how we might structure the inquiry group itself. (Mid-Ohio Writing Project, 
2011b) 
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They also presented a three-part framework for their inquiry group, which focused on 
student engagement and participation using a teaching practice known as Socratic 
Seminar: 
Questions Explored: 
1. What does it mean to participate? 
2. What can we learn about ourselves and how we encourage (or don't) 
participation from our students? 
Context for Work: 
3. Meetings roughly once per month 
4. Reading/texts explored jointly and separately 
5. Individual projects completed in our own classrooms 
6. Interdependence and accountability 
7. Shared ownership of our work 
Elements We Found Made Our Work Possible: 
8. Trust 
9. Collaboration 
1 0. Risk-taking 
11 . Belief in the value of students, students' voices, and students' insights 
12. Confidence and efficacy 
13. Belief in the value of our colleagues' voices, insights, and wonderings 
(Copenhaver-Johnson, 2011, p. 1) 
During interviews, inquiry was defined by members as "an intentional response," a 
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method to "share the exact concept that we want to try in our class to answer a question 
that we have [in this case] to engaging and gauging student participation .... And the 
results enrich one another .... Trading ideas." One member gave a more descriptive 
definition: 
A platform for investigation, and new knowledge and learning from a teacher's 
perspective; something you want to know more about. Learning and growing 
together with who you're working ... .It takes time ... everybody needs to 
communicate and participate ... .I think you need positive feedback, I think you 
need negative feedback. .. getting feedback to make a change and 
grow .... Constructive, yeah, that's what I'm saying. 
The Inquiry Group went through a specific process, beginning with studying the concept 
of teacher research and practitioner inquiry through text, then reading a vast array of 
resources in three areas: Participation/Engagement, Teacher Inquiry, and Other Readings 
Shared in Inquiry Group by Individual Members (Mid-Ohio Writing Project, 2011b, pp. 
1-3). The Inquiry Group decided that they "did not want to privilege traditional 
resources . .. [thus] including scholarly books, research articles, handouts from 
workshops ... radio news programs, and online [resources]" (Mid-Ohio Writing Project, 
2011 b, p. 1 ), with the ultimate purpose of eventually taking the "general idea and 
[making] a question out of it .... Reading and study to try to inform ourselves about ways 
to take something new to our classroom." At the MOWP's NCTE presentation in 2011, 
members discussed their choice of literature for study, noting the effect that group 
members' traits as lifelong readers and lifelong learners had on their interaction with text: 
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As our joint and individual work matured, we found ourselves making reference 
to readings we thought were helping us to develop as professionals or that were 
useful to us in our considerations of projects. As a group of teachers concerned 
about literacy, we were often reading independently and finding connections 
between our individual readings and others projects of professional dilemmas. 
(Mid-Ohio Writing Project, 2011b, p. 3) 
The MOWP did not have a specific "big question" in mind in the beginning, but 
became increasingly interested in the concept of Socratic Seminar, a practice a non-
Inquiry Group member (who later joined) had extensive experience with. All of the 
members recalled the day Meredith "dragged" her colleague, Henrietta, to an inquiry 
meeting and how the group recruited this "newbie" to share her knowledge with them: 
Well, probably about the fourth meeting ... Meredith said, "Henrietta, my friend, 
was visiting [a conference about] Socratic Seminar." [Henrietta] came in and 
started talking about that, and from then on we just kind of took off. And I started 
using it in my classroom, and using that as a springboard for our research, and 
some of the teachers in our group went other ways, which was fme. But when we 
came back and met, we bring [sic] journal writings, and we'd read a piece and 
share that . .. we'd have comments about how we got kids to participate, or 
videos .... We had actual evidence of student's writing. 
The inquiry members began collecting more defined and refined data that they would 
bring back to the group for feedback: "Tried it, came back, talked about the failures, 
talked about, you know, the successes . .. the process that we went through. And then, 
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'Well, the next time I'm going to do this."' In a typical interview response, one member 
recalled how analysis was conducted and the procedures were revisited, ensuring that the 
inquiry was a non-linear process: 
Then I started realizing that my seniors were not preparing enough for this, so 
then I started developing forms that they had to use to compare and I have not 
given them back. I told them I was keeping them, so I have them all, and this 
summer that's part of my process ... to look at that and see if I can see growth from 
the beginning to the end ... .I have to sit down and look at what they did in a 
smaller group in the same format, not teacher directed, more their direction, their 
questions. 
The Teacher Inquiry Group continued to study the practice through formal text, 
eventually drawing individual conclusions, preparing and conducting a group 
presentation for the 2011 NCTE meeting in Chicago, creating a DVD for their website, 
creating individual websites, initiating budding inquiry groups at some of their schools 
sites, and writing a book that was expected to be published in 2014. 
Meredith noted the importance of data collection and analysis in her general 
professional practices as an educator, and in the practice of inquiry specifically, as well as 
the seeming lack of understanding of inquiry that she believed pervaded the educational 
community: 
I don't think they [other teachers] have any perception [ofinquiry] ... .If you said 
"inquiry" I think they would look at you like, "What is that?" Urn, they would 
know what the word inquiry was, but I don't think they would know how it would 
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apply to data, uh, looking at practices .... Because of my special ed. background 
I've always been data driven. When we get back the OGT [Ohio Graduation Test] 
scores, when we get back all of that stuff, I still test my kids at the beginning of 
the year to see where they are at. So, I'm data driven. I've also been someone who 
takes a look at item analysis, that kind of a thing. I very rarely let someone else 
grade my stuff even if it's multiple-choice. 
Recognizing problems with the family metaphor. Insularity and exclusion. All 
group members who were interviewed recognized that the MOWP had attempted to 
recruit and retain men in the past without success. One member even stated, "And I also 
think we 've excluded men." All members agreed that men were "missing," but they had 
different hypotheses as to why this had happened. The most typical hypothesis placed the 
blame on the women themselves: 
Probably [we do some things subconsciously to exclude men.] Like, sometimes 
during Summer Institute, we have guys there, and the women would start down a 
certain avenue, and they would stop themselves and they would say, "Oh my 
gosh, I'm sorry" .... But again, you know, if you make them uncomfortable [they 
won't come back.] 
One member explored a different perspective dealing with intimidation and the "tables 
being turned," in which men were typically in the leadership position within the schools 
and in the university setting, but were being led by women in the setting of the summer 
institute: 
I think that' s one of the reasons men aren't in it--because of the intimidation 
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factor. That sometimes there are some men who don' t want to be in an 
organization dominated by that many women. 
Another member considered the gender question from an education lens: 
If you look at the statistics, I'm sure you'll see .. . your high school teachers, you're 
going to have some more males, but they coach, so therefore they cannot get 
involved, it's a time issue. 
Members of the MOWP had also attempted to reach out to various types of 
educators in the community without success. One relatively new member recalled the 
attempted recruitment of a business teacher who had been baffled by the interview 
process and, specifically, the questions associated with inquiry: 
I didn't know what they were talking about [during that part ofthe interview] and 
I, too, when they got to that "question" part and figuring out "a [big] question" 
[for inquiry] I think that scared [the business teacher] , going, "What question?" 
The most typical response, however, for the challenge of including specific types of 
educators (such as high school science and government) who were also often male was: 
The name "Writing Project" immediately makes men think this is something 
where you have to do a lot of writing and that is not usually their forte .. . . Because 
when I have suggested for men to [come] .. .it's like, "Writing? No." Social 
studies teachers will say, "We' re not English teachers." 
The majority of the members reported that the National Office had told the 
MOWP they needed to diversify membership and that the group had actually received a 
diversity grant. The members ' perceptions of the problem of recruiting and retaining 
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diverse populations, including teachers from Mid-Ohio Public Schools, the closest school 
system in proximity to the MOWP and one with majority African-American student and 
teacher populations, were split between two typical explanations. One hypothesis 
concerned the lack of spare time for urban teachers: "Probably, one [reason Mid-Ohio 
Public teachers don't come] would be the time commitment it takes, it does take, you 
know, all summer. It is a long process." The second hypothesis focused more on how the 
teachers were approached in the few opportunities for recruitment that had been open 
MOWP for them in the past: "How was it presented? I mean, did [the presenter] put 
flyers in the mailbox, or did she actually go around and talk to the teachers?" While the 
initial hypothesis seems to place the onus on the Mid-Ohio Public teachers, the second 
hypothesis seems to place the onus on the MOWP family: "Probably the bottom line 
is ... the feeling of family types .. . [if] you don't feel connected. I mean if you don't feel like 
you belong .... It's almost like a family ... .If you don't feel like you fit in [then you aren't 
going to participate]." 
An outlier hypothesis was one that placed the onus completely upon the 
"outsider:" "Because I think they' re [the MOWP] a very accepting group, but the only 
thing that will keep them [minority teachers] out is themselves." 
Once again, the person who was the node with multiple strong ties between the 
three organizations (the MOWP, the University, and the NWP) and a graduate and former 
practitioner of the Mid-Ohio public school district had a unique perspective. Although a 
limitation of this study is that members ofthe University, the NWP, and the Mid-Ohio 
public school district were not interviewed, Charlene ' s personal experiences and 
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perspectives provide valuable information for this study. For example, Charlene was the 
only member to mention the issue of competition between the Mid-Ohio University and 
the MOWP for in-service programming: 
No districts would pay us simply because they were used to professors coming 
with their grant and working in the schools. Asking particularly the city school 
district to pay us when they had ... professors coming to them with grant money 
saying, "We just want to work with you. We have this funding." 
Charlene noted, however, that this obstacle had to be considered in light of the fact that 
the MOWP had never been able to "meet" the needs of the teachers in the Mid-Ohio 
public schools. She was the only participant to state: 
I don't really think that we have demonstrated an understanding or empathy for 
[the] number of diverse children in their classroom, for their teaching 
environment. And also I don't think we have presented anything that they can get 
excited about. 
Charlene discussed a variety of controversial issues in the teaching of writing, such as the 
use of direct instruction and the expectation of standard English and register, as well as 
approaches including culturally relevant pedagogy, noting that the Writing Project and 
the Mid-Ohio Public school teachers were not necessarily congruent. She articulated the 
challenges more specifically, including citing examples from the work of Lisa Delpit, and 
with more detail than any of the other participants: 
I think it was the way we approach writing in the Writing Project: the process 
approach. And overall it was viewed as kind of fluff. And many of the teachers, 
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the mindset was that, "These kids don't know parts of speech. They don't know 
grammar. They don't know. So how can they create these big pieces?" ... And 
there are other demands placed on the teachers that they felt this was extra. This 
was something else ... .I think in some ways we didn't ever present the nitty-gritty 
to these teachers who needed that . . .. And with the outlying schools the teachers 
either already knew how to do that or their students were not the same issues. 
Arrested growth. The question "Why don't they come back?" was asked so often 
that the group actually created a section in the MOWP technology manual titled, "Why 
Don't They Come Back?" (Technology Team, 2011). From the very beginning of the 
study, this was a concern of all of the members. Recruitment and retention was not a sign 
of success for the group (or at least not compared to other non-rural National Writing 
Project sites nearby), and the members reported constantly feeling pressure from the 
National Office as well as frustration, confusion, and a sense of failure. They were 
baffled but seemed sincerely to be searching for an answer: 
As I said, you know, it seems like we're eighty people or, how many members we 
have [including all the past Summer Institutes], we should have more people 
coming back if what I went through is what they went through ... the experience of 
it all. Why wouldn't you want to be part of a group where you can grow and feel 
valued? Maybe they don't feel valued, I don't know. 
Once the participants began to explore the idea of "not feeling valued" and having 
discussions of diversification, often related to the questions asked for this research . 
project, they began to ask new questions: "What happens then? When the group does 
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diversify, and it ruins its flavor, its character?" and "There's one paradox there .... ifwe 
diversify, then we're not.. .. rm part of you and I'm not like anybody else." 
A large portion of the Technology Team manual focused on the arrested growth, 
with the hope that technology would help lure more people to join and commit to the 
MOWP: 
Understanding why people join groups and stay connected is very complex in 
nature. Members must have a sense of belonging and a feeling of need in order to 
want to be apart of an organization. If they don't have a vested interest in the 
group, there is no desire to be part of that group. (Technology Team, p. 5, 2011) 
Tammy reflected on the anxiety of change and growth associated with the development 
of the Technology Team, noting in a reflective journal entry how she carefully considered 
many facets of personality and professionalism before issuing an official invitation to 
become a Technology Team member: 
Feeling a little anxious, I arrived [to our first Technology Team meeting] early. I 
guess this feeling of apprehension was to prepare me. I got my thoughts 
together .... One by one, the members began arriving. They all seemed eager to be 
there. As the evening went on, I worried about personality conflicts. A few 
seemed very headstrong and very outspoken. Is this a good thing or a bad? Only 
time will tell. Other members seemed very willing to listen and to get comments 
when appropriate. The two hours we spent were encouraging .. . .I decided that 
with no pain there would be no gain. Great things take time .... Halfway through 
the meeting I had a warm, fuzzy feeling in my stomach. I knew I had chosen the 
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right people. Even though they were so very different, they all came with 
expertise. One member had great contacts with the community, another knew the 
university and the resources available, and the last team member was very versed 
in the teaching world. What else could I want? (Technology Team, 2011, pp. 11-
13) 
A voidance of conflict. A voidance of conflict appeared to be a practice that the 
members of the MOWP regularly engaged in to protect the "family" and maintain the 
strength of familial relationships. The group was hesitant about recalling any actual 
incidents of confrontation or conflict, with one member summing up the general 
consensus: 
Well, in any group of 100 people, sure there's going to be various personalities, 
but I don't think as far as working together, there's not been, at least between 
anyone else and myself, I know a couple of people, but I'll never tell you, who 
may have had some disagreements from time to time, but I think they've been 
worked out, but I don't recall ever having any serious contention. 
During a joint interview, Sharon and Francie agreed that, "We don't want to let it out. I 
can give you more, but we don't want to let it out.. .. Family, you keep it private." One 
member described her school as: "not a diverse community, and everybody was 
somebody's cousin, so you didn't say anything bad about anybody." This same member, 
upon reflecting on the issue of conflict in the MOWP, or lack thereof, stated: "You know, 
we've all had these discussions and maybe it's the 'agree to disagree' and we've had it, 
we've hashed it out the social justice things." 
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Knowing from a previously conducted interview and survey that one of the 
members, Bridget, was a libertarian, an outlier in that the majority of the MOWP 
members were politically conservative, I asked the members if anyone had ever 
complained about having to complete the assigned letter to the legislature requesting 
funds for the Writing Project. Besides Bridget, who recalled writing that the government 
should make cuts across the board but never receiving any feedback or response from the · 
group, none of the members could recall opposition to the assignment. A typical response 
to my question was one in which the members were surprised and then became more 
reflective as they pondered the situation: 
Well, the letters were all read as part of the evaluation of the portfolio, so the 
answer to that is, yes, we would have [read them]. Did we attention [sic] to them? 
Maybe not. I never read a letter, I don't think anyone else did, that was not 
affirmative .... Now whether they just wrote it because they thought that's what we 
wanted, or what was expected .... Interesting you talk about that, cause we did it as 
part of the activity, we did talk about kinds of things that they could say, as things 
we were hoping, maybe we prompted them too much. 
Eventually some specific incidents of discomfort did rise to the surface for each 
of the members. The initial typical response to the recognition of the conflict was one of 
surprise, dismay, or embarrassment. For example, there was one incident in which the 
MOWP had joined another Ohio Writing Project with a majority of African-American 
female members for a conference. At one point the guest speaker, a White man, began an 
unplanned discussion on the use of the word "nigger," noting the varying level of 
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acceptability based on one's race. The African-American NWP members were deeply 
offended and walked out on the speaker. Members of the MOWP were baffled by the 
"drama." One participant ofthe MOWP stated, "It was totally off my radar, I mean I 
didn't even know this woman left ... .I didn't feel like he was using any of it in a 
derogatory way, because I don't have .. .I'm not sensitive in that area .. .I realize that 
now." Similarly, another participant recalled two incidents in which men at NWP writing 
events upset her by belittling her writing and her pursuit of a higher degree, and she 
found herself speechless, unable to find the words to stand up for herself: "And usually 
I'm a fighter, so the two incidents are making--I'm feeling very badly about because they 
are both men and I usually give men grief immediately." 
Upon returning from South Africa, being engaged in University politics, and 
feeling "stripped" of her position, Charlene literally avoided the MOWP in order to 
protect the group, not realizing that the MOWP was in fact waiting for her to come back, 
in both a professional and personal capacity, and confused due to a failure of the network 
that would usually provide information regarding University procedure: 
And they had finally matured to the place where they desired to be, and they were 
doing what they had always desired to do, and fmally getting to publish and do 
what they were always calling "real" research, in their classrooms. And I didn't 
want to contaminate that. I didn't want to stop that. ... From a distance I was very, 
very proud that they were able to go on, to go forward and that they are doing 
what they really love to do. 
After the interviews had been conducted and the MOWP members began to talk with one 
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another about the interview experience, and later following the focus group interviews, 
more and more issues of conflict began to be discussed, and the discussion became more 
open. Two discussions were about the religiosity of the group and the fact that for many 
years, the MOWP held its pre-Summer Institute weeklong retreat at a Catholic Seminary, 
where crucifixes adorned all rooms, prayers were said before meals, and religious 
observers held silent vigils. This had been an accepted practice for many years, but it did 
not come out in the research process until the second-to-last interview, as an afterthought: 
Member A: Because people were really uptight [about going to Maria Stein]. I 
mean there's, it's not only not Catholic [in Mid-Ohio], there is some very anti-
Catholic bigotry in the [MOWP] group. So when they said that they were going 
there .. .. 
Member B: I had no idea that that [bigotry] was going on. 
Member A: That there were anti-Catholics in the group? Oh, yeah. I have gone to 
parties where people say, "I told you that you wouldn't be the only Catholic here." 
(Laughter.) 
Member C: Yeah. Oh, yeah. 
Camille was the Co-Director and head ofthe Writing Group as well as a liberal-
minded, artistic woman who expressed a love for nature and discomfort about being in a 
church. While she did not discuss "otherness" in her interview, she did explore both 
herself as an "other" and the alienation of those who are different extensively in her 
visual representations of the MOWP, writing in the past depiction: 
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This drawing .. .is symbolic of all interactions with the MOWP. I began my 
involvement with confidence and hope [sic] felt "other" at times and honored at 
times--the struggle within and without, learning about self and the importance of 
words/action/perseverance. 
Figure 14: Camille's visual representation ofthe MOWP in the past with a focus on 
herself as "other." 
In describing her view of the MOWP of the present (see Figure 15), Camille 
wrote, "I am full of intensity, for we are finally dealing with examination of self and 
vision. I want this organization to mutate .... My belief is that we care enough to change." 
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Figure 15: Camille' s visual representation of the MOWP of the present with a focus on 
"self-examination" and "change." 
Camille ' s MOWP ofthe future (see Figure 16) described ending alienation while 
embracing "others": "There will be learning/asking/sharing/searching that will draw 
teachers, not alienate but invite--that sense of self, of worth, and continued search [that] 
will return to schools, homes, places where people gather--and then return to its origin!" 
N tJr" r.:un; ,,,, ,, • . ' '"'·- ,- - -
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Figure 16: Camille ' s visual representation ofthe MOWP of the future with a focus on an 
end to "alienation." 
After performing this visual representation activity, Camille engaged in the 
"messy" topic for the first time despite her years of silently (or quietly) enduring the 
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religiosity of the MOWP and her attendance at Maria Stein. At the focus group, in front 
of all of the MOWP members present, she expressed her true feelings about her 
discomfort with the religious nature of the MOWP: 
I think safe is .. .if you're okay when you say things that ruffle people's feathers . 
It's a place where you are okay and that's what, for the most part, the MOWP was 
for me. There were times and I would say that there were at least a dozen times 
that I thought, I am never going back .... Okay, but then why did I come back? 
That's the key. Why when you feel like shit, when you go home and you say to 
your husband, "I'm not going back! Those people are so rigid, those damn 
Christians!" I am serious. We went to Maria Stein and I know that so much of my 
baggage is baggage, but we would go, getting in the car and we did a prayer and I 
thought, "What am I doing here? I really felt alienated." I felt bothered ... . Oh, 
well, that is exactly what I was thinking. So, but I felt that, even though I bring 
this baggage to the table, I really want us to be a public institution. I don't want us 
to be, I don't want us to be religious. I mean, I think spirituality or caring for 
others or whatever you call it is integral to us, but and it is very difficult. I mean, 
we have had conversations about politics and, but the core of our political 
discussion is always what's best for people. It's somehow different than saying a 
prayer in a public institution before we leave for somewhere. So that was really 
offensive to me and then I had to deal with my own baggage when we got there 
and I thought, "Oh, God, this is my childhood all over again." 
The MOWP members present at the focus group listened attentively to Camille. They did 
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not interrupt her or try to convince her otherwise as she spoke and expressed her feelings . 
When Camille had finished speaking, Melanie the Director responded: 
You know, I think, I don't think it [religion is a bedrock principle of the MOWP]. 
I always felt like when I was in a group and I was always aware of Camille, who 
might feel uncomfortable with that because I probably, from my history and my 
background, would not be the first one to say, "Let's say a prayer," only because, 
you know, that's sort of private for me, but it was always, I always felt that people 
were comfortable with each other. For example, if [Charlene and I were] in a car 
together, we could say a prayer because we know that we are [both] religious, 
spiritual. 
It is also possible that feeling that one belongs in a family can encourage one to be more, 
not less, confrontational. The newest member, Sandy, who had mentioned her tendency 
to be timid and passive-aggressive, gave an example of how being in the MOWP had 
given her courage to stop avoiding conflict, saying, "Before I came to the National 
Writing Project, I just did what I was told. I did it the best that I could. I never asked 
many questions of other people." 
Metaphors from Evolutionary Theory: Mortality, Adaptation, and Survival 
The notion of the MOWP being a family, a living breathing entity, was further 
carried into the metaphor of mortality, adaptation, and survival. While most members 
reported feeling a strong drive to continue the project the vast majority of the time, there 
were moments of emotion when members expressed fear and sadness about the possible 
demise of the MOWP. One long-time member began to cry as she said: 
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Because I think, and this could be . . . this has kind of been a few months I've been 
thinking .. .I'm kind of a low point .. .I mean I will keep coming. I love this group. 
I'm not leaving or anything, but I think we are all getting older and we will 
(laughter from others) .... Well, I mean I want to see the new people coming in and 
taking over. You know the next ten years we can run it, but you know who ' s 
going to take over after that? To keep it really going. To keep it a real force. 
There were other times when some of the older founding members who were nearing 
retirement questioned whether their role in the group was still relevant and whether the 
group itself had run its course: "Not even the rocks and hills last forever," stated one 
founding member. But upon further questioning by the researcher, the desire to survive 
reigned over the resignation to death: 
Researcher: "So do you think it's your time to die out?" 
Three founding members: "Not now!" 
Charlene directly related her avoidance of the MOWP to mortality: 
I detached myself because it's like losing a loved one. And it's like throwing out 
everything that reminds you ofthem [crying]. Because that's the person that you 
put your whole heart, your whole heart and your whole mind and soul. And then 
when they are not there anymore it's just kind of hard to look at anything that 
reminds you of them. 
The concept of change, adaptation, and ultimate survival could also be applied to 
the teaching careers of the individual members ofthe "family." A typical statement was, 
"It's interesting to me to know that a lot of people who come to the Writing Project were 
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ready to leave education .... This was their salvation." According to the participants, the 
MOWP provided a niche environment for those teachers who had been displaced in the 
larger ecosystem of education, teachers who were prepared to end their careers in 
education only to discover the MOWP as a means of adaptation for intellectual and 
professional survival. 
Religious Imagery 
All of the members of the MOWP were raised as Christians, and the majority 
claimed to be very religious, saying prayers before their meals, praying for one another 
during difficult times, and for many years "indoctrinating" new members at the Maria 
Stein Catholic retreat center. 
The groups' religiosity was regularly reflected in their discussion of the MOWP. 
Comments such as, "I put everything I had into creating my best lessons, believing that I 
could achieve my goal (definitely with God's help and guidance, I might add)" were 
typical. Members often described the MOWP as a "saving grace" and a "religious 
experience." This religious speech, however, was most prominent when the members 
spoke about recruitment and retention in the context of "spreading the word": "Okay, 
well I think that we would, we believe that we have a good message and we want to send 
it out, and we want to expand," and "The benefit of gaining new members then was 
simply proselytizing, spreading the word." 
Representations of the Future 
There were two typical responses to questions about the future of the MOWP, 
both of which were associated with ongoing events with the NWP and the university, as 
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well as the general status of the MOWP. For example, negative responses to the 
MOWP's future were associated with rumors reflecting a lack of interest or support from 
the Dean's office or an announcement to the group that they had been denied a grant. 
Positive responses, however, were associated withe-mails from the national office 
suggesting a future connection, or a supportive conference call from Charlene who was 
still in Africa. A typical negative response was: 
I don't think we're very organized right now, but I don't think we're very 
desirous of continuing . . .I don't think we have a lot of goals. I mean, I think 
that ... do we need to have goals? Or do we just want to get together because we 
like each other? That's a hard question. 
A typical positive response was: 
But I also see everybody so very optimistic, it's cool. I mean I think of it as an 
obstacle . . . .I think that because everyone is continuing to meet and my group is 
already talking about next summer, youth writing camps next summer, so I think 
that it's really cool that [the current Director] has the foresight, I mean, ready to 
keep going. 
The most candid responses about the future of the MOWP were collected at the 
focus group session when I asked the members present to each draw a picture of the 
MOWP of the present and another picture representing the MOWP of the future. 
Sharon's future drawing (see Figure 17) was hopeful yet contradictory, describing both a 
group structure and the members' individual roles, a more diverse group but also a group 
that would accept itself for what it will be: 
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The MOWP is in the center, but notice it is smaller, because each of us has to take 
a bigger role if we are going to make it happen. And it says, "We are now 
stronger individuals as a result of our ' groupness' and will ... proselytize our 
beliefs and techniques to our colleagues and comrades in arms and as always our 
aim is to reach our students and emich their lives." .. .I hope we will each become 
stronger and reach out to others more perhaps than we have in the past. Maybe we 
will have to take a stronger individual role than we have in the past and say, "Hey, 
this is who we are."' 
,-- --·-·• '-" •• ""'' 
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Figure 17: Sharon's visual representation of the MOWP ofthe future. 
Diane's future representation (see Figure 18) no longer fit with her previous 
nature metaphor. Diane, who was not part of the interview process and had actually been 
completely separated from the group for the previous few months due to illness, had 
independently come to the conclusion that the MOWP would look completely different in 
the future, and yet her vision spoke of diversity, as had Sharon' s: 
And then for the future, I didn't know what to do here. I skipped my sky-grass-
sun metaphor because I didn' t know what to do. I put different colors for the stick 
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people because I think it's going to be a blend .... We are being guided by this big 
question of, "What are we going to be?" And I don't know. I think our group is so 
close. I think we are so dynamic. I think in the near future we are going to do 
okay. 
Figure 18: Diane's visual representation ofthe MOWP in the future. 
Consistent with her first two representations of the present and the past, 
Meredith's future representation (see Figure 19) again viewed the "dilemma" from a 
more global, less emotional perspective, generating a large number of specific, directed, 
problem-solving suggestions (working as a satellite organization, finding a private 
funder, becoming an official non-profit organization separate from the NWP, partially 
separating from the NWP, becoming adjuncts with a different university, beginning their 
own version of the Summer Institute, working as a free floating entity for universities 
around the state, serving master' s programs) amid the confusion and anxiety of the larger 
group: 
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And then in the future I still see that core, that thing housed at the university, and 
then a path to all the other areas--professional development, and people coming 
and going, the ins and outs ... . We have to look at a whole totally different way of 
[gaining new members] if we're not going to have a Summer Institute, and that's 
going to be a big dilemma. So I'm looking at--I really think we are going to come 
up with something in the future that will be growth and an outreach. I even see us 
doing the outreach pre-service via here, and generating some new excitement to 
new avenues to increase interest to explore. 
- ----- -- ... - . ~ 
Figure 19: Meredith's visual interpretation ofthe MOWP in the future. 
Even though Charlene was technically no longer part of the National Writing 
Project, the relationships and the personal and professional network she built on the 
national level over the past decade had remained intact, and she reported that "We have 
heard, or I have been contacted by the Writing Project, that there is an opportunity, that 
there may be an opportunity to come back." Her work with the Algebra Project served .as 
a possible future connection for herself personally and the Mid-Ohio Writing Project 
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specifically. In 2012, for example, after the official disconnection from the NWP, 
Charlene attended a NWP annual meeting as former director of the MOWP. There she 
presented her idea for a partnership between the National Writing Project and the Algebra 
Project, the later which was graduating the first cohort out of Mid-Ohio Public schools. 
Bob Moses, founder of the Algebra Project, had expressed an interest in incorporating 
writing into a summer course for the graduating high school cohort. Charlene was in a 
position to teach this course and imagined a reconnection with the NWP, specifically the 
expert teachers of the MOWP. 
Summary 
The findings provided in this chapter offer many different themes that arose both 
directly from the participants and from the combination or cross-pollination of the data. 
These themes, while tied to each of the Bolman & Deal frames, can also be considered as 
individual concepts, addressed throughout the study by additional analytic frameworks 
including small group dynamics, network theory, and participatory research. 
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A List of Common Themes 
Self-funding through community in-service training programs 
Feelings regarding the future 
The scholarship of teaching and the teacher as expert 
Amount and role of structure and protocol 
Technology to facilitate communication, professional development, and marketing 
Individual contributions as a form of growth 
Streamlining groups as a form of restructuring 
Clearly defmed leadership 
Recruiting diverse and heterogeneous members 
Directors as connectors to umbrella organizations 
Non-hierarchical structural with shared power and mentoring 
Critically conscious vs. almost critical 
Confidence: Leader, teacher, writer 
Negotiating multiple worlds 
A voidance of conflict 
Insularity bred by familiarity and homogeneity 
Teacher inquiry as professional development 
Table 5: A list of common themes as they appear in chapter four 
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CHAPTER FIVE 
DISCUSSION, CONCLUSIONS, AND RECOMMENDATIONS 
Discussion 
The primary question of this study was, "How does an organization dedicated to 
practitioner inquiry and teacher inquiry such as the Mid-Ohio Writing Project (MOWP) 
provide structure, leadership, and resources to support a network for inquiry?" 
This question suggested the need to describe the characteristics of the mature 
network through the investigation of several secondary questions, with questions five and 
six discussed in depth in this chapter: 
1. How has the MOWP managed to maintain an active and growing network 
since 1999? 
2. What characteristics of maturity does the MOWP demonstrate? 
3. How has the network spread throughout northeast and Mid-Ohio since 1999? 
4. Are there any structural factors that might explain the success of this network, 
including connections among members, connections among networks and 
groups, nature and development of leadership, or level of flexibility to adapt 
and change? 
5. How did/do the characteristics of the National Writing Project (NWP) 
influence the creation and the current work of the MOWP? 
6. What are the implications of the apparent success of the MOWP network for 
similar projects nationally and internationally? 
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Tension Between Maintenance and Expansion 
A paradox existed within the Mid-Ohio Writing Project (MOWP): a desire to 
maintain the status quo juxtaposed with a desire to expand and diversify. The result 
appears to be a type of arrested growth. The ongoing concern of the MOWP regarding the 
unsuccessful recruitment and retention of diverse populations surfaced repeatedly in 
interviews, observations, and documentary evidence. According to the MOWP 
participants, the National Writing Project (NWP) also expressed concern regarding the 
MOWP's ongoing difficulty to self-market and self-fund by means of providing in-
service programs to the surrounding Mid-Ohio community. 
Bypassing the collection of feedback. MOWP members reported that it would 
have been simple to set up an anonymous feedback process at the end of the past thirteen 
Summer Institutes in order to gain insight regarding the attendees' positive and negative 
experiences, interests and passions, professional needs and challenges, comforts and 
discomforts, and so on. The MOWP members admitted that engaging in this type of 
direct questioning may have shed light on many conditions leading to arrested growth, 
such as issues of religion (for example, the retreat's location at Maria Stein Seminary), 
politics (for example, the assignment of writing a fundraising letter to the legislature), 
organization (for example, a need for more structured leadership, or generally more 
protocol), or types of materials (for example, increased diversity in reading topics). 
One theory proposed by both the researcher and founding member Sharon 
(pseudonyms are used for participants for the purpose of anonymity) was that the MOWP 
never asked Summer Institute attendees for feedback because the MOWP did not 
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necessarily want these outsiders to return to the group; if too many people returned to the 
MOWP, it no longer would be a small group and that would threaten the "family" 
structure. As Sharon stated, "Maybe we don't want [the MOWP] to be all things to all 
people. Maybe we're happy with what we've got." Tension remained, however, as the 
MOWP members, particularly those on the Leadership Team, reported a lack of 
understanding as to why their "saving grace" was not a compelling force for the return, 
involvement, and dedication of Summer Institute attendees. 
According to Bolman and Deal (2003), an organization's members must ask 
themselves, "Are we willing to make our thinking and decisions public and 
confrontable?" (p. 218) if they are to engage in open practices of morality and politics. 
By circumventing the practice of collecting feedback, the MOWP chose not to address 
certain issues of morality and politics, including the role of diversity and multiculturalism 
in membership. While this strengthened the role of homophily and the fulfillment of 
esteem through belonging and sisterhood, it prevented the MOWP from ultimate self-
actualization, a deeper understanding and questioning of individuals' purposes and 
professed goals (Maslow, 1943). This deeper understanding would require them to 
change from a small group into a clan and open the safe haven into unknown territory, 
but would also allow them to attain their long-term goal of recursive growth through 
teachers-teaching teachers. 
Thwarted problem solving. Tammy was one MOWP member who recognized 
the issue of failure to recruit and retain, and she repeatedly approached the issue through 
problem solving and critical thinking. Yet her problem solving and critical thinking were 
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limited by the insularity of the MOWP: "So what draws people in? .... All teachers want to 
become better at technology, no matter what level their skills are at.. .. Giving them 
something valuable they need and can use." In reality, however, far from all teachers 
strive to understand technology better, and not all teachers need or are prepared to use 
technology--or at least not without some other facet included. This is not always due to a 
lack of interest, but due to the need to prioritize according to Maslow's Hierarchy of 
Needs (1943). For example, many teachers struggle daily to fulfill the most basic needs 
of their students (a full stomach, a safe environment, a means to communicate despite 
language barriers) so that the fundamentals of reading, writing, and even acceptable 
classroom behavior can be taught and the child can remain in the school setting--possibly 
the safest and most stable environment in his or her life. If approached through the lens of 
Maslow's Hierarchy of Needs (1943), technology may not be a high priority for teachers 
as they help their students to survive and return to school the next day and so may not 
serve (independently, at least) as a reason to join and maintain ties with the MOWP. 
Tammy was sincerely searching for what would compel others to join the 
MOWP, brainstorming from a position of professional development and teacher interest. 
Considered from a network theory perspective, however, her thought process makes 
sense : the MOWP's insularity led to a lack of joint ventures, board interlocks, and 
alliances, preventing "access to information and knowledge resources that are difficult to 
obtain by other means," thereby decreasing successful "performance and innovation" 
(Kogut in Borgatti & Foster, 2003, p. 998) in the areas of recruitment and retention 
(Ilinitch, D' Aveni & Lewin, 1996; Kale, Singh, & Perlmutter, 2000). 
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Benefits and Costs of Insularity 
The choice of maintenance (including the preservation of insularity) over 
expansion (including growth through diversity) led to both benefits and costs for the 
MOWP. The benefits allowed the MOWP to achieve sustainability over the past thirteen 
years. However, the costs prevented expansion in the sense of numerical growth (for 
example, number of members, number of groups, and financial support), and 
inadvertently diverted the MOWP from its mission of"teachers teaching teachers." 
Benefits. Creation of a family in a haven. All of the MOWP members reported 
experiencing some type of rejection or lack of support in their school settings. Sometimes 
this toxicity was in the form of outright bullying or sabotage of their inquiry -based work; 
other times it was a general environment or culture that did not permit the MOWP 
members to ask questions, share concepts of inquiry, or even mention the work they 
conducted with the MOWP. The desire for a safe haven where "kindred spirits" could 
come together and support one another professionally and collaborate through inquiry 
and the scholarship of teaching was a "saving grace" for many of the MOWP members. 
Several of the MOWP members reported that the support of the MOWP family was the 
only thing that kept them from leaving the teaching profession entirely. 
Additionally, the symbiotic relationships that existed, for example, between 
Henrietta and Meredith or between Francie and Sharon, were relationships the MOWP 
members reported to be fostered within the MOWP Summer Institutes and Continuity 
Groups. According to Bolman and Deal (2003), the manner in which someone becomes a 
member of a group, whether forced or join as a volunteer, is critical in the development 
223 
of an initiative. The impetus for membership can symbolize and affect the person's level 
of commitment and interest and their desire to support or sabotage the initiative. The 
relationships fostered with the MOWP personified the culture of collaboration, a practice 
that cannot be forced or contrived through forced membership of professional 
development groups in hyper-competitive or unsupportive school environments. 
Tllis benefit can be categorized in the network theory form of the group processes 
of homophily, or "like to like" which focuses on how "physical proximity, similarity of 
beliefs and attitudes, amount of interaction, and affective ties are interrelated" (Borgatti 
& Foster, 2003, p. 1000). Making the process ofhomophily even stronger was the fact 
that the members of the MOWP were essentially from one predominant dominant group 
(with the two major exceptions being Charlene as an African American and Francie as an 
Appalachian, neither of whom reported integrating their ethnic background into the 
general consciousness of the group) rather than from multiple co-cultural groups. 
Protection. In his discussion of school culture, Barth (200 1) defmes 
"nondiscussibles" as personally and professionally significant issues ''laden with anxiety 
and taboos" that are frequently discussed in informal spaces, such as the playground, 
hallway of a school, or a teacher's home, but are "so fearful that open discussion of these 
incendiary issues in a polite society--such as at a faculty meeting--will cause a 
meltdown" (p. 9). Nondiscussibles vary according to culture, ranging from issues of 
leadership and decision making to teacher performance or race, but all schools have 
them, and the MOWP as an educational organization was no exception. In some cases 
members had to sacrifice a certain level of comfort in order to protect the safe haven, 
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enacting the practice of avoiding nondiscussibles. For example, Camille reported extreme 
discomfort with the religiosity of the MOWP; Bridget reported her dislike for the 
political nature of certain Summer Institute assignments; Francie did not admit to her 
Appalachian heritage until years after she had helped launch the MOWP. The lack of 
discussion or even acknowledgement of discomfort and anxiety in order to protect the 
safe haven was so pervasive that Camille, Bridget, and Francie were not aware that other 
MOWP members also were experiencing similar feelings and reported surprise when 
these emotions surfaced during the focus group and after interviews. 
Perhaps the most poignant example of avoidance through nondiscussables was 
illustrated through Charlene's literal detachment from the MOWP upon return from 
South Africa. She said she felt that the political problems of the University would 
contaminate the work of the MOWP, when in reality she had served as a broad interlock 
with key information that the MOWP needed to know in order to work with the "keepers 
ofthe purse strings." Additionally, many ofthe MOWP members were serving in similar 
positions at surrounding Universities and experiencing similar frustrations (the exception 
being Meredith) of feeling devalued, not knowing "their place," straddling the worlds of 
the practitioner and the faculty member. In this case both Charlene and the other 
members could have benefited from a dialogue involving these nondiscussables, even if it 
meant increased discomfort or a threat to the safe haven. 
The maintenance of nondiscussables is one type of avoidance of conflict. In 
Bolman and Deal's (2003) political frame, conflict is viewed as something that not only 
is inevitable, but also can be positive, an agent of change that can challenge the status quo 
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and stimulate interest among coalition members (pp. 197-198). In this case, opening up 
the discussion to nondiscussables and permitting a healthy amount of conflict into the 
conversation would allow the MOWP to attain the ultimate level of self-actualization 
(Maslow, 1943), both individually and as a group. 
Survival. The maintenance of insularity and homogeneity, demonstrated through 
both the focus on "teacher as scholar" (Cochran-Smith & Lytle, 1999) and the 
demographics of the active members, was not an accident but rather a necessity for 
development of trust, strength, and belonging (Maslow, 1943) required to maintain the 
MOWP since 1999. During the focus group interviews, some ofthe MOWP members 
regarded the realization of protecting the safe haven as a source of shame, noting that 
they had "looked into the mirror and didn't like what [they saw]." The protection of the 
safe haven resulted in self-blame, but it might have been the element of small group 
dynamics and network theory that was necessary for the MOWP to sustain, survive, and 
then prepare for evolution and expansion. It would have been difficult, if not impossible, 
to begin the MOWP in 1999 under Lauren's leadership in an arguably grassroots and 
bottom-up fashion and focus on "the teacher as scholar" (Cochran-Smith & Lytle, 1999, 
p. 16), rebuilding, and in some cases initially building, the confidence and pride of the 
members required to partake in scholarship and inquiry, while simultaneously exploring 
issues of social justice, social action, diversity, and so on. 
Costs. Lack of connection to larger network. Founder and first Director Lauren 
sensed the lack of confidence of the MOWP practitioners, encouraging them to burn up 
the "shit" that demoralized them. While she tackled the lack of confidence through 
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intense study--at times study far outside the members' personal and academic comfort 
zones--she did not involve the members in the administrative issues of the MOWP, 
instead choosing to micromanage the political issues and outsource the structural issues. 
While Lauren may have been trying to protect the MOWP members' focus on 
scholarship, she also may have inadvertently prevented the MOWP members from 
developing a different type of confidence and knowledge--the confidence and 
understanding to market, promote, and fund themselves as a rural site within the larger 
umbrella network of the NWP and as an entity within the landscape of the Mid-Ohio 
University (a pseudonym has been used for the university). 
Charlene's use ofmentoring and shared power allowed the founding and earliest 
members to develop further their strength and confidence. The MOWP expanded the 
shape of its network and thrived as a small group, establishing a non-hierarchical, 
horizontal leadership structure in which collaboration and inquiry flourished and each 
member was recognized for her unique talents. The MOWP members still were missing 
an essential piece of structural information: how to connect and network with the 
National Office and the university. In fact, Charlene's skill at networking on the national 
level of the NWP gave her the potential to serve as a broad interlock, for she was 
continuously gaining information regarding the "acceptable and effective" (Borgatti & 
Foster, 2003. p. 997) political and structural practices of the NWP, the Mid-Ohio 
University, and the Mid-Ohio public schools that could have helped decrease 
uncertainties and confusion for the MOWP. She did not, however, take the second step of 
sharing the information with the MOWP, deciding to protect "her babies" from these 
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issues that "weren't their problem" so they could achieve success in the area of teacher 
inquiry, a "dream" they had finally accomplished. 
Melanie's wait-and-see approach further distanced the MOWP from the National 
Office and the Mid-Ohio University. Melanie' s notion was that she was bound by some 
type of academic protocol preventing a certain level of access to necessary information, 
thus contributing to a level of ignorance among the MOWP during a time of crisis when 
information was power. There are two important factors, however, to observe under 
Melanie's leadership. First, Melanie did not cause a loss of connection with the NWP 
(and thus a loss of funding or disbandment). She was repeating a pattern of leadership 
that had begun in 1999. Second, Melanie' s new position both as Director ofthe MOWP 
and as a full faculty member at the Mid-Ohio University forced her to straddle two 
different worlds; in her role as a faculty member, she felt she had to navigate carefully in 
order to protect her paycheck, status, and opportunity to support the MOWP, and in her 
role as a matriarch of the MOWP family, she felt obliged to defend and protect the group 
but feared losing what had been gained in this new, unknown landscape. 
Again, there were benefits in the emphasis on belonging (Maslow, 1943) to 
strengthen the small group, but this focus led to the counterproductive use of Argyris ' s 
Theory of Personality and Organization, which Bolman and Deal (2003) explain as 
"basic conflict between human personality and how organizations were typically 
structured and managed .. .. People have basic 'self-actualization trends"' (p. 119). When 
leaders or organizations, or in this case the leaders of the MOWP--particularly Lauren 
and Charlene--engage in this practice and continue to treat the workers like children 
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despite the ongoing maturation of the employees, problems arise. In this case the 
problem produced by treating the MOWP members as immature leaders was that the 
members of the MOWP never learned how to deal with the larger environment in which 
the MOWP was situated. 
Here the interaction of the Bolman and Deal (2003) frames becomes prominent: 
the political frame (funding issues with the University), the structural frame (the role of a 
leader as a broad interlock or at least a strong node with multiple ties), the symbolic 
frame (the protection of the safe haven and the family through the avoidance of 
nondiscussables) and the human resources frame (conflicting roles and the straddling of 
multiple worlds) collide to demonstrate the necessary interdependence of forces from all 
four frames to sustain a healthy and mature teacher inquiry network. 
Stunted growth. There were cases cited by .the MOWP members in which 
Summer Institute attendees of diverse backgrounds or cocultural groups (Abdel-Monem 
et al., 2010) or members of various Continuity Groups expressed an interest in or initiated 
a discussion about controversial or provocative issues. Shortly after the interest was 
expressed or the discussion was initiated, the attendee or member never returned. For 
example, Melanie reported one Summer Institute attendee who researched issues of 
transgender; others members recalled Summer Institute attendees making comments 
regarding discomfort at the Maria Stein seminary, especially those who attended without 
knowing it was a place of worship; and several members of the MOWP recalled the 
outrage of the African-American women in Columbus, Ohio, when the male Caucasian 
speaker began discussing the use of the word "nigger." Yet none of the members reported 
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conflict, confrontation, or even thoughtful discussion within the MOWP following these 
episodes. 
The avoidance of conflict, the general rigidity toward accepting the other, and the 
fear of participation in controversial or "messy" topics--particularly topics associated 
with diversity and general sociocultural issues such as religion, sexuality, and race--led to 
missed opportunities for the MOWP. It is likely that Summer Institute attendees did not 
return because they felt that their expressed interests, passions, and concerns were not 
being heard, and, thus, not being respected. Attendees may have been voicing their 
opinions and beliefs only to be politely ignored, carefully disengaged, or insulted through 
a lack of action. Ironically, these practitioners may have been exactly the ones for whom 
the MOWP was looking--passionate, reflective, critical expert teachers--but the MOWP 
was not actively listening, responding, and taking action. Its members were 
unconsciously avoiding conflict, which can be positive; an agent of change who can 
challenge the status quo and stimulate interest among coalition members (Bolman and 
Deal, 2003, p. 197-198) and cause discomfort can unsettle the insularity ofthe safe 
haven. However, turning away change agents simultaneously shut out the environment 
outside the safe haven and decreased the likelihood of outsiders returning to become 
insiders. 
Detour from mission. The continuation of insularity to protect the safe haven and 
maintain survival of the group, in combination with a low level of critical consciousness 
and a perceived homogeneity, appeared to have impeded recruiting and retaining new 
members as well as acquiring local fmancial support. Following the network theory 
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concepts of contagion (Borgatti & Foster, 2003), and the group process ofhomophily 
(Borgatti & Foster, 2003; Krackhardt & Stem, 1988), the MOWP members could see the 
lack of progress in areas of traditional expansion, but were unable to see the source of the 
problem. The result was an unintended detour from the mission of teachers teaching 
teachers. 
Lack of attention to social justice and diversity. Every participant interviewed 
related a personal biography that straddled two worlds. Most common was the personal 
biography of escaping poverty through higher education, only to return later to the very 
community where she experienced hardships and adversity to serve as a teacher. This 
personal biography was made more complicated by the varying perception of local 
community members, who often were people the MOWP members had known since 
childhood. Some locals perceived the MOWP members as educated elitists who had 
betrayed the community by embracing values of scholarship and inquiry more common 
in the outside world, and others saw them as a source of hope and knowledge for the 
community, themselves, and their children. In addition, some of the MOWP members 
straddled worlds due to race, ethnicity, residence (urban versus rural), and so on, factors 
that only added more problems to already complicated daily negotiations and the 
fragmented movement ofthe MOWP members within the larger community. 
All of the MOWP members struggled with an issue common to talented, expert 
teachers across the United States, one that has in part allowed the MOWP network to 
sustain itself since 1999. This problem was straddling the world ofthe "teacher as 
technician" (Cochran-Smith & Lytle, 1999, p. 16), a view of the teacher as a middle-class 
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woman who simply passes on information from a higher authority (university 
researchers, policy makers, established curriculum) to the student, versus the world of the 
"teacher as expert" and "teacher as scholar" (Cochran-Smith & Lytle, 1999, p. 16), views 
of the teacher as a professional, a creator of knowledge, and, in the case of teacher 
inquiry, a researcher who collects and analyzes data to implement change for best 
practice according to the local context of the classroom. 
None of the MOWP members initially articulated the notion of straddling 
multiple worlds throughout her personal history, though all the MOWP members 
recognized the issue in their professional lives--attributing the existence of the MOWP as 
the answer to a need for belonging to a professional group of experts that did not exist 
within their school sites. There was a range of abilities to think in a critically conscious 
manner within the group. Certainly Charlene and Sandy demonstrated evidence of critical 
consciousness, although they did not challenge the other members of the group to 
approach similar issues in general discussion or inquiry. It was clear that the majority of 
the teachers were uncomfortable but not unwilling to be challenged by these issues that 
were traditionally "nondiscussables" (Barth, 2001). For example, Camille and Meredith 
reported that they had thoughts about and were willing to approach issues such as 
diversity, sexuality, and religion, but they had not made a conscious commitment to 
challenge the other members, instead taking on a bystander role. 
All of the memQers were people who were engaged in social action in their daily 
practice, both within the professional and personal contexts, but had not engaged in 
directed, conscious reflection. In some ways this is surprising, for there were ample 
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opportunities to engage in critical consciousness. For example, the group included two 
"cocultural" members, Charlene and Francie, who appeared to have historically been 
"hiding" or avoiding their ethnic identities within the group, possibly in an effort to keep 
the safe haven undisturbed. Similarly, the "dominant" group members may have avoided 
these types of topics, which may be seen as divisive and personal. In other words, the 
dominant members may have been waiting for the cocultural members to begin a 
conversation, as if being critically conscious were their area of expertise, when in reality 
anybody can engage in this type of discussion. 
During Sharon's interview, she identified her low "awareness level" as a 
professional weakness, explaining that she did not always take into account a particular 
student's needs, such as her horne life and economic circumstances. Upon reflection, 
however, she realized her lack of attention, adjusted her methods, and personally 
apologized to the child. This example epitomizes the notion of"alrnost critical" (P. Tate, 
personal communication, 2012). Unlike Sandy, Sharon did not immediately take issues of 
social justice or diversity or adversity into account. But Sharon was extremely reflective 
and lived a life based on integrity and justice, often in the context ofher religious 
practices. She reported that she naturally took into account the diverse backgrounds and 
the needs of her students--even the most basic physiological needs of safety and 
belonging--and differentiated instruction according to those needs; however, she never 
articulated this practice as acts of social action or social justice. 
Another example of unnamed social action is Francie's inclination to promote 
diversity when she defended the student accused of being gay, chastising the aggressor 
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with, "We don't do that in this classroom." Francie recognized she was not raised to 
discuss such issues and was thus caught off guard when the accused student confided that 
he in fact was homosexual: she responded, "Are you really?" In the end she felt 
"unprepared," dissatisfied, and confused with how she handled the entire situation. At the 
same time, however, in discussing issues of race and ethnicity, Francie expressed the 
notion of being able to "hide" her minority status as an Appalachian woman, noting that 
her African-American friend did not have this choice. Francie recognized herself as 
"other" while she simultaneously admitted that she would never totally understand being 
the "other," a notion that displayed her high level of critical consciousness. 
Charlene's level of critical consciousness is difficult to define. Certainly she lives 
a life of social justice and diversity and clearly understands issues of (as she stated) 
"culturally relevant pedagogy." She .has attended many diversity institutes and 
conferences, and is currently working side-by-side with Bob Moses, a famous civil rights 
leader. As the only African-American woman in the group, she cannot hide her minority 
status She has a unique perspective as native of and former practitioner in the historically 
"white side" of Mid-Ohio. During her interview, it took some time for her to recall issues 
of diversity in her life in Mid-Ohio, but once the memories began to surface she reported 
many incidents of "racism" that she had experienced and recalled the moment when she 
first felt her "gut burn" with the fire of social justice. She associated her sense of 
solidarity in exploring issues of diversity with experiences with fellow African 
Americans at NWP conferences, but never reported feeling this way within the MOWP. 
She articulated her belief that the MOWP had not met the needs of the Mid-Ohio public 
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school teachers yet found fault with her own "inadequacies" for the lack of successful in-
service in Mid-Ohio. Her bookshelf was a library dedicated in good part to race, 
diversity, and multiculturalism; the rest of the MOWP family (with the exception of 
Sandy) associate inquiry with scholarship, but not necessarily with social justice. 
Charlene is simultaneously a member of a cocultural group and also a former 
leader and matriarch of the MOWP, which is made up of members from a more dominant 
group. Despite Charlene's history of strong leadership and skillful networking, this 
straddling of worlds may have kept her from fully "inclusive interaction in [this] diverse 
deliberative groups" (Abdel-Monem et al., 2010, p. 751). This would explain why 
Charlene was comfortable, even excited, to explore issues of diversity with fellow 
African Americans within the context of national conferences, yet found herself unable to 
generate the discussions heeded to break through the recruitment and in-service obstacles 
back home in Mid-Ohio. 
Evangelical church paradox. While the members of the MOWP did not all 
articulate an awareness of social justice and diversity, many of the members of the 
MOWP repeatedly articulated their thoughts and beliefs through the use of religious 
imagery. The reoccurring use of religious terms, such as characterizing recruitment as 
"spreading the good news," the MOWP as the "saving grace," and conferences as 
"indoctrination at Maria Stein," was present in observations, interviews, and data 
collection. At frrst I accounted for this use of religious imagery as spillover from the 
personal lives of these women, the majority of whom considered religion to be a hallmark 
oftheir lives. The many examples of religious speech, however, prompted me to compare 
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the MOWP to Evangelicals, a religious group that suffers from similar problems of 
insularity. While Evangelicals make it their mission to "spread the good news" to others, 
they must be wary of being satisfied to remain an "enclave of separateness" (Evangelical 
Manifesto Steering Committee, 2008). While it is clear that the MOWP members and the 
participants of this study are not all Evangelical Christians, since the founding of the 
MOWP in 1999 its members have come from a limited number of Christian faiths. It is 
not surprising that they would have similar problems as Evangelical groups of thwarted 
or arrested growth despite their ongoing attempts to invite, recruit, and retain. 
Choosing to Survive 
The MOWP maintained itself since 1999 through the financial support ofNWP 
and the Mid-Ohio University and through the protection of the safe haven with the use of 
insularity, homogeneity, and traditional components of small group dynamics. During 
this study the MOWP experienced an expected changed in leadership and an unexpected 
loss in funding, forcing the group to determine its future by choosing to maintaining itself 
independently of the support of the umbrella organizations or to dissolve. The group 
chose to sustain itself by adapting and restructuring and at the conclusion of this study 
was considering becoming a pilot program for a joint project between the Algebra Project 
and the Mid-Ohio University. 
As the members of the MOWP engaged in deciding their fate, some reported 
worry and concern that adaption and change through restructuring would allow the group 
to survive but would destroy the core beliefs of the group as well as the family they had 
created and nurtured. These were valid concerns. Restructuring would certainly lead to 
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change if the group were to survive, primarily sacrificing the intimacy of small group 
interactions and homogeneity. According to Bolman and Deal (2003), however, 
restructuring is inevitable: stability leads to increased growth, which leads to increased 
misalignment and the need for restructuring (p. 83-85). In the case of the MOWP, 
restructuring and new membership would allow the group to gain new perspectives, 
perceptions, and ideas that would be likely to promote creativity, productivity and 
expansion. Their vision, the "core ideology or sense of purpose .. . an image of what the 
future might become . . . a shared fantasy illuminating new possibilities" (Bolman & Deal, 
2003, p. 252), could become more well defined by this crisis, which might well allow the 
MOWP to create, produce, and expand in a more directed and focused manner in the 
future. 
This period of crisis and the ultimate choice to survive in the historical context of 
the MOWP should enrich the story of the MOWP in order to "keep traditions alive and 
provide examples to guide everyday behavior" (Bolman & Deal, 2003 p. 292) and 
provide past examples of "persistence, irreverence, and creativity [can encourage] others 
to go beyond themselves" (Bolman & Deal, 2003, p. 293). Some members reported that 
this period seemed to be a time of rebirth for the MOWP, recalling that it took four or 
five years to begin any Continuity Groups after the MOWP began in 1999. Armed with 
the lessons of the past, the insights gained from increased levels of awareness of social 
justice and diversity, and an understanding of the group' s structural organization, the 
members ofthe MOWP could approach their future knowing that they actively chose to 
survive the crisis and have become prepared to adapt to the new landscape. 
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Conclusions 
The primary question of this study was, "How does an organization dedicated to 
practitioner inquiry and teacher inquiry such as the Mid-Ohio Writing Project (MOWP) 
provide structure, leadership, and resources to support a network for inquiry?" This 
question suggested secondary questions involving structural factors supporting the 
growth and maturity of the MOWP since 1999 and the role oflarger umbrella 
organizations. The answers to these questions will be explained in four sections below: 
characteristics of a mature network; maintaining a network; expanding a network; and 
influence of a parent network. 
Characteristics of a Mature Network 
In the context of networks, maturity can be an age or number of years, but the 
network also must exhibit a quality or set of conditions that allows members to explore a 
variety of issues, including nondiscussables (Barth, 2001 ), without the fear of retribution 
or exile from the group (J. Fusco, personal communication, November, 11 , 2010). While 
the MOWP demonstrated sophistication in pedagogical knowledge, pedagogical practice, 
and methodologies of research in the form of teacher inquiry, the spectrum of discourse 
was limited to subjects of scholarship and profession and did not generally include more 
controversial issues of social justice and diversity. Therefore, the MOWP was mature in 
years and stability but not in terms of fulfilling its complete mission. 
Maintaining a Network 
Sustainability is "what keeps people coming back" to a network(J. Fusco, 
personal communication, November 11, 2010). Sustainability may be maintained in 
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various forms: individual payment in the form of grants, funding for a project, 
recognition in the community, or camaraderie in the face of isolation (J. Fusco, personal 
communication, November 11, 201 0). While the MOWP had sustained itself since 1999, 
it had done so by sacrificing heterogeneity and diversity for the homogeneity and 
insularity that protected the small-group dynamic. For thirteen years the MOWP 
maintained a mature network that focused on the scholarship of teaching, but 
simultaneously struggled to acquire outside financial support and increased membership. 
However, when crisis occurred in the form of loss of leadership, loss of funding, and 
consequent loss of connection to the larger umbrella networks, the MOWP used its small 
group strength and chose to restructure and adapt in order to survive. 
The MOWP's ability to maintain a network and to make the needed structural 
adaptations is consistent with Bolman and Deal's (2003) findings regarding the nature of 
the workforce, the environment, and the inevitability of restructuring. According to 
Bolman and Deal (2003), as the levels of education and professionalism increases, desire 
for autonomy and discretion also increases (p. 65). For thirteen years the MOWP had 
been cultivating a safe haven for a specific element of the teacher workforce; those who 
were escaping unsupportive, non-collaborative environments and were searching for 
"kindred spirits" with whom they could conduct teacher inquiry and other forms of 
professional development. Beyond the fulfillment of the need to belong, the MOWP 
satisfied the teachers ' needs for autonomy and professional success. Working within this 
type of atmosphere, the need to restructure--even if it only became crucial in a time of 
crisis--for the purposes of maintaining the network was not only possible, but probable, 
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given the strength, expertise, and autonomy of the MOWP members. 
While the MOWP's environment was suited to nurture the expertise of its 
members, during the time of this study it also was undergoing a period of instability. 
After thirteen years of experiencing a stable environment that was "relatively 
homogenous, stable, and [had] predictable outside influences ... [and that required] a 
simple organizational form" (Bolman & Deal, 2002, p. 61 ), the loss of leadership, loss of 
funding, and loss of umbrella network support led to a sudden change: an uncertain and 
turbulent environment that would "[require] a more complex and adaptable structure" 
(Bolman and Deal, 2003, p. 61). The MOWP had fostered an atmosphere of shared power 
and collaboration among autonomous expert teachers and, as repeatedly demonstrated in 
the practice ofteacher inquiry, regularly encouraged acts of reflection, critical thinking, 
and research--all of which were essential as the members persisted in maintaining the 
network rather than disbanding or "floating away." 
The notion that the MOWP had to experience homogeneity and insularity in order 
to maintain the network and, perhaps, to prepare for adaptation and expansion, parallels 
Bolman and Deal's (2003) theory that restructuring is inevitable: stability leads to 
increased growth, which leads to increased misalignment and the need for restructuring 
(pp. 83-85). The restructuring of the MOWP through the use of linked local methods, 
increased awareness of and action for social justice and diversity, streamlining groups to 
fit the needs of the surrounding community, and so on was not a sign of defeat, but a 
natural process in the growth and adaptation of any network or organization. Some 
members, particularly the founding members, may have felt that they would be losing a 
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part of the family by restructuring, but by adapting and changing they would actually be 
maintaining and expanding their legacy for future generations. 
Expanding a Network 
As was the case with the MOWP, the existence of maturity and sustainability do 
not ensure expansion of a network (J. Fusco, personal communication, November 11, 
201 0), or at least not expansion in a traditional sense--number of members, number of 
groups, size of groups, and so on. While the MOWP has been a rural teacher inquiry 
network that historically faced geographic challenges with which many other networks 
within the NWP did not have to contend, it also engaged in practices detracting from its 
mission, inadvertently preventing outsiders from joining the group. However, despite the 
geographic challenges and the stunted growth, the MOWP never completely stopped 
growing or expanding. Through the mature production and dissemination of work in the 
form of published documents, presentations, and community interaction, the MOWP was 
continuously engaging in the practice of "teachers teaching teachers" even at the height 
of the crisis. 
Growth and expansion must be considered carefully in the context of a teacher 
inquiry network. If teacher inquiry is considered through the lens of Woolgar' s (1988) 
Workbench Community, it involves a "small group of individuals who work closely with 
one another in on-going collaboration to solve problems of immediate concern" 
(Palinscar et al., 1998, p. 8) with the ultimate goal of serving the larger professional 
community by the development and contribution of artifacts. Expansion as quantity, 
particularly in number of participants per group or number of groups per network, might 
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not always be an appropriate expectation for growth for teacher inquiry networks. 
Contributions of mature artifacts and number of teacher voices being heard through a 
variety of venues might be better measures of success. 
Influence of a Parent Network 
One limit of this study is the fact that no one from the NWP National Board was 
interviewed. This study provides a perspective of how the members interpreted the 
relationship of the MOWP with the NWP and not how the NWP saw itself as an 
organization. According to data collected through documentary evidence and participant 
interviews, the members of the MOWP saw that the NWP served as a type of parent 
network to the MOWP and appeared to be a good example of that lifecycle model in 
which a group would begin as a grassroots, bottom-up association, then grow to become a 
larger umbrella organization resembling a top-down model, and eventually serve as a 
type of parent organization to new surrogate grassroots models. Gray (2000) reported that 
the NWP often walked the line between its role as a national organization and its role as a 
collection of regional organizations, purposefully attending to regional and local 
variances and challenges that typical top-down structures often overlook (p. 121). 
The members of the MOWP viewed the NWP as a type of parent network on an 
emotional level as well. The NWP was not only the source of information and funding, 
but also a place where members sought out advice and a sense of belonging. In this way 
the leaders of the NWP held a type of parental--often matriarchal--title in the MOWP 
family . Even though the NWP promoted the idea of equality among all members and all 
sites and the NWP leaders may not have seen themselves as matriarchs in American 
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education, the parental role was persistent in the perception of the MOWP. The family 
structure that grew out of the small group dynamics essentially necessitated a parental 
figure to lead the family, a role that the Director, specifically Lauren and Charlene, 
fulfilled on the local level and that the NWP fulfilled on a national level. 
Parents often have the hindsight of knowing they cannot prevent their children 
from making the same mistakes they made. Eventually children must grow and become 
independent, using what they have learned from the parents and make their own mistakes 
along the way, even with if the best care has been given during childhood. The NWP had 
the experience of supporting the growth of more than two hundred sites before the 
creation of the MOWP. Since the conception of the MOWP in 1999, the NWP guided it 
toward specific goals congruent with the NWP's stated mission and vision, including 
expansion of Continuity groups, self-funding, and diversification. For thirteen years the 
NWP offered financial support that allowed members ofthe MOWP to offer Summer 
Institutes as well as attend conferences to help them learn how to diversify the 
membership and maintain the network. The MOWP members also reported that the NWP 
provided emotional support and fulfilled a need for belonging to a larger "clan" made up 
of members with shared passions and beliefs about teaching. Ultimately, however, the 
MOWP was unable to learn how to generate funds for itself or how to diversify, two 
goals that the NWP emphasized as essential. 
The influence of the NWP as a parent network was described by MOWP 
members to be strong and powerful; similarly, the disapproval of the MOWP by NWP as 
the parent network was reportedly devastating. Together this influence and disapproval 
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may have helped to serve as a source of motivation. Despite the MOWP members saying 
that they had "the rug pulled out from under them," many members never gave up the 
possibility of someday rejoining the NWP. The parent network did not entirely 
abandoned the MOWP; with the possibility of rejoining the NWP through participation in 
the Algebra Project, the NWP appeared once again to be offering guidance and support, 
perhaps with the hope that the MOWP's ability to survive independently of any umbrella 
networks during this period of crisis had helped the MOWP gain new ideas that could 
help elucidate some oftheir longstanding challenges. 
Recommendations for Research 
Next Questions 
This study provided a starting point for research on teacher inquiry networks. 
While there is plenty of research on teacher inquiry and on teacher networks, there is no 
research study on teacher inquiry networks other than this one. Many questions need to 
be asked in order to fmd out more about the sustainability of this practice. This may be 
difficult. My exploratory project suggested that teacher inquiry groups form a rather 
silent, underground, alternative subculture in education. Hatch (2005) emphasizes the 
need to: 
draw attention to the fact that teachers are producing powerful insights and useful 
knowledge all of the time, in many ways and in many different contexts . ... We 
seek to illuminate many ofthe "problems of practice" teachers deal with every 
day to highlight how they come to new understanding of these problems, to show 
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the manifold ways that they can make their teaching public, and to lend 
legitimacy to their efforts to do so. (p. 3) 
Supporting Hatch's call to "make their teaching public," I argue that research is needed to 
study further the following questions: 
1. How prevalent are mature and sustained teacher inquiry networks? Where are 
they located? 
2. How can these teacher inquiry networks become more visible for use by teachers, 
for study by researchers, and for involvement with pre-service, in-service, or 
graduate studies in schools of education? 
3. How can existing teacher inquiry groups, especially those that may be isolated, be 
connected into more supportive networks? 
4. How have teacher inquiry networks and other groups with similar challenges of 
homogeneity and insularity overcome these obstacles in order to diversify, 
maintain, and expand? 
Studying Networks 
Feedback loops. While studying the MOWP, I noticed that several feedback 
loops began to form. I recognized that these feedback loops could threaten the validity of 
the study, so I brought the issue to my advisor Dr. Tate so we could design strategies to 
prevent any damage to my findings. The first feedback loop was actually a double 
positive feedback loop. One of the positive feedback loops in this cycle involved the fact 
that the MOWP members reported excitement and surprise by my interest in their work, 
and, shortly after the study began, the MOWP members reported that the combination of 
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my interest and the group's excitement and enthusiasm inspired the members to produce 
more mature work and to sustain the MOWP. This reaction gave me more evidence of the 
group's strength and success, which fueled the MOWP's desire to work and sustain, and 
so on. While the circumstances leading to the loss of funding were not unforeseen, I think 
a researcher should be prepared for the possibility that her study itself may generate 
excitement and enthusiasm from a group of expert teachers whose work rarely, if ever, 
has been validated as professional and talented, and whose thoughts and ideas have not 
only been asked for; but also recorded, transcribed and analyzed. While a researcher 
should not induce this type of feedback loop simply to attain increased evidence, a 
researcher must recognize the existence of the feedback loop if it develops naturally, and 
consider how the feedback loop reflects on the nature ofthe group--in this case, a group 
of reflective, passionate teachers who had little to no experience of positive attention 
focused on their professional endeavors-and on the nature of the objectivity of the 
researcher. 
The other side ofthe double positive feedback loop involved a personal 
dimension. During the study, my infant son became extremely ill. The MOWP members 
became a source of support (most often through the members telling me they would pray 
for him) during a time when my own family was in crisis, and my dissertation became a 
sort of refuge for me from a medical situation that I could not control. The MOWP' s 
struggle to survive encouraged me to continue my research, and the harder the MOWP 
members worked to maintain the network through the loss of funding, the more I found 
myself inspired to continue on with my research. Throughout the movement of these two 
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positive feedback loops I had to remain vigilant to stay a researcher rather than become a 
cheerleader and to compartmentalize my role of a researcher from my role as a mother. 
The interaction of the two loops--a group in crisis and a person in crisis--easily brought 
people closer emotionally, but it could have deteriorated the remaining objectivity of the 
researcher. While this situation was unique, I think a researcher studying a group of 
typically ostracized practitioners with whom she shares a passion for a reflective and 
collaborative practice such as teacher inquiry must be prepared to encounter the human 
desire to connect and support. In order to maintain the trustworthiness of the study it is 
essential to remember that while no type of research is ever completely free of reactivity 
(Sailor & Stowe, 2003), the researcher must carefully "understand [the reactivity] and to 
use it productively" (Maxwell, 2005, p. 1 09), constantly responding through the use of 
accurate triangulation and additional practices including member checks and external 
audits. 
Another feedback loop was one of increased participation and increased critical 
consciousness following data collection. Initially, the members of the MOWP reported 
feeling excited and surprised about my interest in the group, but following the loss of 
funding and their search for an alternative structure, many of the members reported a 
sense of urgency to learn as much as possible from my work in the study in order to help 
the group maintain the network. Feeling ethically bound to provide the MOWP with 
surfacing theories or helpful information that could maintain the network, but knowing 
that the traditional practice was to hold off on providing all reports until the end of the 
study, I consulted with my advisor. Dr. Tate suggested that I provide some of my budding 
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theories and time for the participants to ask any questions during the later interviews. I 
also held a focus group interview toward the end of my data collection period in which I 
shared additional or more developed notions, again emphasizing the emergent nature of 
these ideas. 
Many of the MOWP members who were interviewed began to exchange ideas--
particularly on the notion of homogeneity and insularity, for which their awareness level 
previously had been low--and actually took action in the form of recruitment and 
retention, calling upon past attendees who had seemed engaged and interested at one 
point but never returned. Some of the participants began to seek out critically conscious 
connectors to diverse communities in their schools and at the Mid-Ohio University and 
other college campuses in order to gain insight. As the MOWP members explored these 
emerging notions more, they themselves expanded their level of critical consciousness 
and general awareness in areas of justice and diversity and began to articulate these ideas 
in addition to practicing them in their classroom. Several of the participants even 
proposed actual hypotheses or theories that drew me closer to my final themes, especially 
in the area of small-group dynamics. This required me to heed Dr. Rolle's early warning 
to be open-minded while collecting data and conducting coding and analysis, preventing 
myself from becoming cemented to initial coding categories or developing conclusions 
(even subconsciously) prior to full collection and analysis of data. Again, the unforeseen 
crisis (the loss of funding) in this study had a strong influence on the exchange of 
information between researcher and participants. I think the nature of participatory 
research and the nature ofthe participants being, studied--reflective, creative, 
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collaborative, researchers--are two elements that a researcher in the area of teacher 
inquiry should be prepared to encounter. 
Becoming a participant-observer. From the earliest stages of this research, even 
during the pilot study, I found myself in a quandary: I would need to find a way into the 
teacher inquiry network in order to study the teacher inquiry network. Teacher inquiry 
often involves teachers who have low confidence due to overexposure to unsupportive 
school environments or facing a general lack of interest in promoting their work, driving 
the practice underground into a silent, hidden counterculture. This required me to 
penetrate the teacher inquiry network generally, and the MOWP network specifically, in 
a grassroots fashion, in the process becoming a quasi-member of the networks and a 
participant in the group, albeit a distanced participant as much as possible. 
Outsider becoming insider. Engaging in participant research meant sharing 
information that I classified into three categories: personal thoughts and perspectives, 
MOWP-related information, and theory-related information. The sharing of personal 
information often occurred in when issues of examining critical consciousness came up, 
usually at the end of an interview when a participant would ask about emerging trends in 
the data or during the focus group interview when the members were exploring notions of 
awareness through the visual representations or responses regarding diversity as a 
hallmark of the NWP. For example, during discussion of staying overnight at the Maria 
Stein Seminary, I shared the fact that I am Jewish and would have felt extremely 
uncomfortable sleeping in a bed with a crucifix hanging above it. An example of sharing 
information about the MOWP would be letting the newer members know, in an effort to 
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give perspective to the pace of"rebirth," that several of the Continuity Groups did not 
begin until four or five years after the MOWP laid its initial groundwork. Finally, an 
example of theory-related information would be explaining the basic notion of small-
group dynamics and network theory as they applied to the MOWP: homogeneous groups 
tend to be insular, tighter networks, while heterogeneous groups tend to be more diverse, 
looser networks. I told the MOWP members that being heterogeneous requires sacrificing 
the familial culture for an increase in creativity and innovation. 
Ethics. Before the change in leadership and the loss of funding, Charlene and 
Melanie asked me for help, looking to this research study as a means to gain insight into 
what was preventing the diversification of the MOWP. After the loss of funding, issues of 
recruitment and retention became a matter of survival. Having stated my bias in favor of 
the practice of teacher inquiry in both my proposal to my committee and my initial 
presentation to the MOWP, I came to an ethical crossroads when the MOWP lost funding 
and I had to decide whether to continue on and help sustain the group's practice (which 
would also allow my own research to continue), or dissolve (which would end my 
research of the MOWP). 
It was within this new territory and under the close advisement of Dr. Tate that I 
trod the line between researcher and participant. Due to the long pilot study, the need to 
enter the network in order to find the network, and the development of the ongoing 
feedback loops, I had already established a good relationship with many of the members. 
As the members of the MOWP reported struggling with the emotions associated with the 
loss of funding, I reiterated many times when asked during interviews, observations, and 
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Continuity Group meetings that change is not essential. I emphasized that I thought that 
the current status was sufficient--approximately fifteen active members who were 
conducting various forms of inquiry and professional work--and was a number and group 
to be proud of. I also added that from a purely objective point of view, within the context 
of the current environmental challenges (lack of funding, loss of leadership, loss of 
Summer Institute) and the already-existing challenges (inability to recruit specifically in 
diverse areas), the last thirteen years oftheir work was certainly in jeopardy. Though the 
question was infused with emotion for the participants, particularly those who had helped 
to found the MOWP, I attempted to represent the scenario as a reasonable choice with 
logical "if this, then that" consequences. I presented the question of sustaining the 
MOWP through the loss of funding as a rational choice that was ostensibly separate from 
the goals of my own research: Do not change and likely die, or change and survive. 
Once the group had decided to continue on through this unforeseen challenge and 
time passed, I began to see themes and ideas that possibly could help the group to sustain 
itself. Again with the support of Dr. Tate, I began to share some of these insights with the 
group when they asked for them, knowing that withholding said themes and ideas until 
the end of the study and the publication of the dissertation for the purposes of objectivity 
ultimately could fail help to the MOWP in their time of need. It was my ethical duty to 
support its endeavors in inquiry even though that made the relationship between 
researcher and participant less objective. Any researcher who is attempting to "go native" 
to understand a particular group, even a group of teachers, must recognize that personal 
affiliations and insider knowledge can jeopardize the rigor of the study. This means that a 
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participant researcher should have someone who can help her or him make good 
decisions about revealing self and findings. 
Recommendations for Practice · 
Mission and Vision Statement 
Within the symbolic frame, Bolman and Deal (2003) 'describe vision as a means 
ofturning "an organization's core ideology or sense of purpose into an image of what the 
future might become ... a shared fantasy illuminating new possibilities" (p. 252). The 
MOWP never developed a formal document articulating its vision or mission. As crisis 
engulfed the members, they found themselves asking difficult questions like, "What are 
our core beliefs? What are the hallmarks of the MOWP that we do not want to sacrifice?" 
in order to prepare fmancial proposals, apply for grants, and approach the umbrella 
organizations for support. Crisis, however, created an unstable environment that was 
marked by anxiety and confusion, particularly regarding the MOWP's future, and thus 
while it was an appropriate time to adapt and restructure, it was not the ideal time to 
identify and prepare a vision or mission statement. In contrast, the Teacher Inquiry Group 
had earlier designed a specific vision and mission statement and was able to proceed with 
its work throughout the period of crisis. 
I recognize that teachers may hesitate to spend time on this type of document 
because they often are forced to do so in the school setting purely for dramaturgical 
practice (Bolman & Deal, 2003), leaving them feeling disheartened and disengaged. Or 
they are forced to participate in an initiative that is designed to help produce a larger 
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district vision or mission statement, only to watch the initiative prematurely die or never 
take root due to lack of funding, change of leadership, the addition of other newer 
initiatives, or simple inertia. 
I think, however, that a formal vision and mission statement is essential for 
maintaining teacher inquiry groups for four reasons. The first is that teacher inquiry 
networks like the MOWP consist of voluntary members who have chosen to collaborate 
through reflection, critical thinking, and research. These networks exist in part because 
their teachers are searching for places that nurture autonomy and expertise. Taking the 
time to document the specific vision and mission of the group would only augment that 
sense of autonomy and expertise. Second, teacher inquiry has a complex history 
associated with confusing and sometimes conflicting terms, a variety of voices or camps, 
and various groups or types. A teacher inquiry group needs to define who it is for its 
members, for prospective members, and for its audience so that its work can be consumed 
and interpreted relative to how it specifically practices teacher inquiry. 
Thirdly, a teacher inquiry network--particularly in the case of a rural group--can 
easily become isolated from an umbrella network for various reasons, and a discrepancy 
between how the inquiry group sees the umbrella network and how the umbrella network 
sees itself can prevent successful communication and connection. A mission and vision 
statement that is aligned with the core beliefs of the umbrella network while also 
describing the niche of the constituent group will help align the perspectives of the larger 
umbrella network and the smaller inquiry network. Finally, researchers who study 
organizational life might be thrown into studying a crisis in the form of a loss of funding 
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or changes in leadership or structure. Following Cochran-Smith and Lytle ' s (1999) five 
critiques, teacher inquiry is arguably more susceptible to this type of crisis due to the fact 
that it is often excluded (despite a long, rich history of practice) as an established, 
acceptable form of research. Thus, such groups must be prepared to define and defend 
themselves for forces outside the group, creating a source of reassurance during times of 
uncertainty and instability and providing a clear defining statement they can present to 
the keepers of the purse strings. 
Resources and Support 
For the smaller network. Looking at organizations as coalitions and sources of 
power can help provide recommendations for the acquisition of resources and support for 
similar groups. Bolman and Deal's (2003) political view of organizational life suggests 
that "individuals and groups have their insular objectives and resources, and they bargain 
with the other players to influence goals and decisions" (p. 190). Coalition members must 
allocate scarce resources, including money, in order to make decisions about the 
advancement of initiatives as they participate in various organizations. lfthe MOWP, the 
NWP, the Mid-Ohio University, and the Mid-Ohio community schools exist as 
competitive organizations, it is clear that the coalitions needed to allocate scarce financial 
resources toward the MOWP will not be sustained. 
Additionally, Bolman and Deal (2003) state that "power flows to those with 
information and know-how to solve problems" (p. 194). A leader can gain this power 
either by becoming an insider in outside coalitions and gaining access to specialized 
information and expertise or by coordinating with an insider in the broader environment 
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who can be a liaison between coalitions (Bolman & Deal, 2003, p. 194). This is 
congruent with the positive outcomes ofthe network theory concepts of joint ventures, 
alliances, and broad interlocks (Borgatii & Foster, 2003; Ilinitch, D' Aveni ,& Lewin, 
1996; Kale, Singh, & Perlmutter, 2000; Kogut in Borgatti & Foster, 2003). The pattern of 
leadership within the MOWP unintentionally caused the separation of the MOWP from 
the larger umbrella networks. Since 1999 the MOWP has been unable to gain insider 
status within the Mid-Ohio community schools or fmd an ally within the schools with 
which to establish a partnership. According to the participants of the study, an inability 
to generate funding through local in-service programs had always been a concern of the 
NWP, and the Mid-Ohio University was not prepared to invest the necessary matching 
funds for a group that was not generating capital for the university during a time of 
economic crisis. A transitional period of leadership for a group that already had weak ties 
with the larger coalitions or networks made the MOWP powerless in the face of 
de funding. 
It already has been established in this study that teacher inquiry groups are 
difficult to identify due to their silent and somewhat counterculture nature, making 
outside support essential, even if difficult to obtain, for the maintenance of the group. It is 
not enough to have one member or leader who has the skill set to maintain these strong 
ties as a node between multiple networks. In fact, this is a dangerous approach, for if that 
one person leaves the group, the connection to outside support is also lost. Multiple 
members of a group like the MOWP must be versed in approaching outside audiences--
with the help of the mission and vision statement to defend and defme the group--in order 
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to create partnerships and alliances that can provide support in times of crisis as well as in 
everyday circumstances. 
For the larger network. The MOWP demonstrated maturity across a variety of 
contexts including, but not limited to, expertise in teaching, educational issues, 
methodical study, and practice, with the one exception being full maturation in the area of 
reflection, in which members demonstrated a range of abilities, particularly in the area of 
critical consciousness. For the purposes of this study, however, the MOWP was a mature 
network. With that said, the fact that the members of the MOWP reported feelings of 
inequality and devaluation in comparison to the national leaders and to larger sites, in 
conjunction with the fact that the members of the MOWP reportedly viewed the NWP as 
a type of parental organization and the national leaders as fulfilling a matriarchal role, 
demonstrated that they needed more and specific help in becoming independent and that 
they never really saw themselves as an independent site capable of supporting 
themselves. 
For the members of the MOWP the practices of scholarship and inquiry were not 
only forms of professional development, a means of collaboration, and a way to attain 
self-actualization, but also a "saving grace," a survival mechanism that allowed these 
practitioners to remain in the profession of education. Within the context ofthe MOWP's 
members perception of feeling "lost" as a rural site, feeling "forgotten, unloved, 
disconnected," and expressing that the "rug was pulled out from under them," we can 
recall Gray ' s (2000) warning that: 
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One strength of the National Writing Project is that it is national.. .. But, if we 
aren't careful, one limitation of our project may be that it is national. Our model 
needs to give attention to regional and other differences or we will be no better 
than the top-down structures we seek to replace. (p. 121) 
Leadership 
In order to create partnerships across coalitions or networks and successfully 
"bargain with the other players to influence goals and decisions" (Bolman & Deal, 2003, 
p. 190), leaders must be prepared to advocate and promote their group, and generally 
serve as a source of power by working as an insider in other coalitions or working with 
allies who can be liaisons between coalitions. In the case of the MOWP, leaders reported 
a lack of comfort in formally identifying themselves as leaders as well as identifying and 
rewarding other member-leaders of the group. This was not just an issue of confidence 
and self-marketing; it also was an organizational issue that thwarted growth, productivity, 
and survival. Being comfortable with a certain level of formality and protocol--including 
identifying leadership roles--is part of growing from a family (six to fifteen people) to a 
clan (more than fifteen) and also maintaining a healthy network with active nodes in 
other networks. It does not mean letting go of choice and departing from the group ' s core 
beliefs; in fact, it can mean just the opposite if a leader guides the group through the 
formation of a formal mission and vision statement. Potential members and possible 
funders in other networks need to see leadership and direction, especially during times of 
change or crisis. Additionally, the fact that a teacher inquiry network--particularly in a 
rural area--can become isolated from the larger umbrella network for various reasons 
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makes visible leadership that can serve as a connector and interpreter between the larger 
and smaller network more essential. 
Some ofthe MOWP members recalled incidents of retaliation at work when they 
were recognized or rewarded formally for their accolades. Many of them reported that 
they would rather sacrifice positive recognition than have to experience bullying or 
confrontation from other faculty members. It is possible that the members of the MOWP 
unconsciously avoided more formal leadership because experience from the workplace 
taught them that conflict would arise if they stuck out. Ironically, this is one area where a 
leader is needed most, especially in collaborative, risk-taking groups like the MOWP: to 
help introduce conflict "as something that is not only inevitable, but also something that 
can be positive, an agent of change that can challenge the status quo and stimulate 
interest among coalition members" (Bolman & Deal, 2003, pp. 197-198). The avoidance 
of conflict, by not identifying formal leadership positions, rewarding good work, 
discussing nondiscussables, and so on, in hopes of maintaining a harmonious atmosphere 
is neither practical nor sensible in the context of organizational life generally speaking, 
but it is particularly inappropriate in the context of teacher inquiry groups. 
Most of the participants in this study did not see themselves as leaders, but if the 
analysis above is correct, many of them will have to take action and assume more 
responsibilities if the MOWP is to thrive. One way to overcome the lack of confidence 
and fear of being overwhelmed is to recall the grassroots nature of such groups. The 
members are already the leaders, at least in terms of the real work of the group. Now they 
must be willing to take turns representing the best qualities and vision of the group. 
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Organizational Processes 
Streamlining. I think one of the key methods to cultivation and expansion 
through existing resources is by streamlining groups of a network (for example, reducing 
and combining the Continuity Groups of the MOWP) or creating a niche that provides a 
place for the work of the network (Gray, 2000, p. 11). Over time this has happened 
naturally within the MOWP as groups have streamlined themselves, or centralized their 
efforts and production, along the lines of inquiry. By streamlining a group's work 
through a specific niche or practice and expressing this niche or practice in a vision 
statement which clearly states the group's "core ideology or sense of purpose "(Bolman 
& Deal, 2003, p. 252), the group's goal for production becomes more attractive to 
potential recruits and larger organizations that may be sources of funding and other 
support. 
Differentiation. Infusing streamlined groups with the practice of differentiation, 
which allows individual teachers or small groups of teachers to explore inquiry through a 
lens, stance, or sphere that serves their particular passions and needs, only will strengthen 
the network. Superficially it may appear that the network is being tom apart by the 
variety of directions and forms inquiry may take, but in actuality differentiation serves to 
strengthen the network by giving more personal and professional meaning to the 
members' interactions with the group, helping members to attain self-actualization 
(Maslow, 1943) and become more dedicated and compelled to participate in the small 
groups and in the larger coalition. For example, the members of the Teacher Inquiry 
group all engaged in inquiry but chose to participate through various topics, including 
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student choice and Socratic Seminar. The differentiation among the topics in this group 
did not signify that members were moving away from the network, but rather it 
eventually served as a form of growth as the members shared their newly gained 
expertise in other professional venues, thereby expanding the production of the MOWP. 
Recruitment. Practices of streamlining and differentiation do not only affect the 
organizational structure within the network; they also can serve as a means of recruitment 
outside the network. As a network's members work in their respective communities 
through various professional positions and accolades, they are naturally performing what 
the NWP's Carol Tateishi calls "cloud seeding," a form of marketing defined as "getting 
the word out in every way short of tacking notices to telephone poles" (in Gray, 2004, p. 
135). 
Since 1999, many MOWP members traditionally have made it their goal to 
"convert" other teachers from their school sites to "hear the good news" of the MOWP. 
Having experienced stunted growth and thwarted efforts at solving problems in the area 
of recruitment, the members of the MOWP did not realize that they had exhausted their 
pool of potential recruits from school sites and continued to approach schools with 
educators who often misunderstand inquiry and shunned collaboration, which not only 
frustrated the passionate members of the MOWP but also wasted valuable resources of 
time and energy. 
By allowing the network to streamline naturally, to differentiate along a common 
thread, and then to allow cloud seeding to occur, teacher inquiry networks can stop trying 
to convert recruits and start focusing on the cultivation and expansion of existing 
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resources. Network members should not waste time and effort individually searching for 
those talented, motivated, expert teachers against the obstacles of geographic challenges, 
economic limitations, and general challenges in education. Instead they should allow the 
production of the network to market itself through cloud seeding. Those teachers who 
also are searching for something to fulfill their sense ofbelonging (Maslow, 1943) and 
need for professionalism will take the initiative to join. 
Groups like the MOWP, however, also can take a second look at what growth and 
numbers mean to its network. The MOWP Directors and members have reported being 
preoccupied with what they consider to be low numbers over the past decade, in part due 
to what study participants reported as a push from the NWP to retain members as a form 
of investment and in part as a self-perceived failure of the MOWP to compel others to 
join and commit. While the MOWP has been focused on increasing numbers--
consistently comparing itself to iconic sites such as the Ohio Writing Project at Miami 
University of Ohio--the NWP is now encouraging all sites to link locally and support one 
another in order to maintain themselves in the leaner economy (Eidman-Aadahl, 2011 ). 
The economic landscape has greatly changed under the contraction of the economy, and 
the notion that "bigger is better" is not automatically applicable any more. Teacher 
inquiry groups need to consider how to operate in the most functional, resourceful 
manner while simultaneously linking locally with the community around them. This is 
what will allow them to recruit and retain the needed members and gain the positive 
attention of the coalitions that can offer resources. 
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Deprivileging the conversation. If groups like the MOWP want to reap the 
benefits of diversity they must first be willing to recognize that "one of the advantages of 
belonging to dominant groups is that their preferred ways of communicating are 
privileged" (Abdel-Monem et al., 2010, p. 750). Second, the onus to discover and engage 
in strategies to participate in the group does not fall solely on the "cocultural" members 
(Abdel-Monem et al., p. 751). Third, changes must be made to the means of dialogue and 
deliberation to engage and retain members of cocultural and diverse groups. 
These three points are particularly relevant to groups like the MOWP for two 
reasons: the practice of inquiry is based on open dialogue and collaborative conversation, 
and the majority of the group members represent the dominant culture. The group 
members who are from the dominant social group, particularly those who are more 
critically conscious, have a responsibility to broach the issue of communication and 
cannot afford to avoid the types of topics that might be seen as divisive and personal. 
They cannot and should not wait for the cocultural members to begin a conversation, as if 
being critically conscious were their area of expertise or their personal territory. Anyone 
can begin a conversation about diversity and the place of diversity in communication-
and more specifically inquiry. What is important is the conversation--not who starts it. 
All members bear responsibility for making the nondiscussables discussable, not just the 
cocultural members or the leader (who, in the case of the MOWP, happened to be one 
and the same). 
Despite the possible divisive nature of nondiscussables, groups like the MOWP 
can feel more secure knowing that they are a tight-knit group of tolerant and 
262 
understanding "sisters," a collaborative, reflective group whose sense of family should 
embolden them to approach nondiscussables. Groups like the MOWP should have a 
built-in advantage over less tight groups: because of the strength of the relationships, 
there is less chance of discussions of controversial topics leading to hurt feelings and 
withdrawal. In the case of the MOWP, the group now has a generally higher level of 
awareness and critical consciousness in part due to their involvement in this participatory 
research study--particularly those who are already more critically conscious such as 
Sandy, Camille, and Meredith-and have a larger repertoire of methods and skills to 
broach the "nondiscussables" of race and diversity in the historical and future context of 
theMOWP. 
Use of technology. When viewed as a type of cloud seeding, technology can be 
used as a powerful took for recruitment and retention. A well-structured and informative 
website can share a vision or mission statement; it can showcase network' s past activities 
and upcoming events, serving as a type of group resume; and it can provide formal 
recognition of the accomplishments of leaders and other members, providing a sense of 
pride and encouragement. 
If technology is improperly used, however, it can possibly hinder efforts for 
recruitment and retention or spur a potential decrease in resources from other coalitions 
and stakeholders. For example, a calendar on the computer is only relevant to current and 
potential members if meetings are specifically scheduled and followed. A strong negative 
reinforcement for participation is for someone to show up for a meeting or event that is 
clearly stated on the website, only to learn upon arriving that it has been cancelled. 
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Similarly, a website is valid only if members know the password and use it to interact 
virtually. If a potential recruit or funder visits a network's website and finds it outdated, 
skeletal, little used, or not properly functioning and there is no redirected assistance, the 
group can be perceived in a similar manner, again deterring it from its ultimate mission. 
Teacher inquiry is not the solution to all that ails the system of education in the 
United States, and it is not an appropriate practice for all teachers. When structured in a 
way to promote a stimulating atmosphere for expert teachers with the required skill sets, 
a teacher inquiry network can become a "saving grace." Campano (2007) noted: 
Collaborative inquiry was a form of ongoing meaning making and an act of 
professional survival. ... This is not to suggest that there was always progress. But 
adapting an inquiry stance into my work did entail a sustained commitment to 
exploring moments of dissonance and frustration as opportunities for professional 
growth. (p. 113) 
Perhaps "professional survival" of reflective, critical thinking teachers who seek to 
change the status quo is reason enough to maintain and expand teacher inquiry networks, 
making teacher inquiry more public and teacher inquiry networks more visible in the 
process. 
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APPENDICES 
Appendix A 
Telephone Interview 
Dr. Judith Fusco and Dr. Patricia Schank 
Telephone conference 11/11/10, 5:15 EST 
Center for Technology in Learning 
SRI International 
333 Ravenswood Ave. 
Menlo Park, CA 94025 
***Questions had also been previously e-mailed to Dr. Fusco and Dr. Schank 
. Question: How do you differentiate between sustainability and maturity? 
Response from Dr. Fusco: 
Maturity 
• As a quality; the right kinds of conversations 
• Can be an age but has to be a quality 
• Creating a culture that allows people to talk about issues in a critical way and 
without fear 
• The twelve issues in communities of practice-you want to see these elements in 
a mature community 
• Maturity is the right conditions 
• Maturity can exist without sustainability 
Sustainability 
• What will keep people coming back 
• For example, sometimes people join a network because they are paid to be there--
because of a grant. Maybe other people choose to come into a community for 
recognition 
• Funding to keep technology going and keep technology fresh 
• Recommendation: Chris Dede work on sustainability and maturity and what it 
takes to get a project up 
Question: Why are mature teacher research networks so hard to find? Why are they so 
difficult to sustain? 
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Response from Dr. Fusco: One reason for a lack of teacher research networks is that 
most faculties at the K-12 [level] don't see the need for it. Scaling it up is a huge issue. 
But some people attend strong programs at Pepperdine or Boston College and then they 
stay in touch. 
Question: After looking at what is available in the literature and the types of teacher 
networks I have been able to find, there seem to be two types of networks: top-down and 
grassroots. Would you agree? 
Response from Dr. Fusco: Yes, I agree there are two kinds of networks. But my 
question would be is there anything in the middle? I think you will find mostly small, 
fractionated groups. I would look at the National Board [for Professional Teaching 
Standards] because they think of themselves as a network. 
Question: How do you define a network? 
Response from Dr. Fusco: 
• First you must consider the difference between networks and networking. 
• I don't like to think of a community or a network as a rigid definition. 
• There could be people involved in a teacher research network across the country, 
but it is just a small group. Maybe they kept in touch after a conference of after 
master's programs. 
• "Network" means people who can talk with each other and have a [common] 
interest. It could be as small as 20 or as big as 50-100. 
• Networking is the act of finding those people. 
Recommendations from Dr. Fusco: 
• 
• 
• 
• 
• 
• 
• 
• 
• 
Look into Pepperdine University. Their master's program is based on action 
research. They are teaching faculty how to do action research. 
Also look into Illuminate and Backwards Design and T-link [National Council for 
Teaching for America's Future]. 
Induction support programs and related research 
Dr. Margaret Riel may be helpful. She teaches at Pepperdine in the master's 
program. 
iEARN; Learning Circles 
National Writing Project is decentralized 
Carnegie is working at the community college level 
You want to find groups that have learned how to do inquiry organically, but this 
will be hard to find. 
International Society of Technology and Education (ISTE) and NECK (run by 
ISTE) 
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Appendix B 
Survey I 
Part I: Demographic Information 
Name: 
Age: 
Gender: 
Race: 
Part IT: Professional Background 
1. What grade(s) and/or subject(s) are you currently teaching? 
2. What grade(s) and/or subject(s) have you taughtin the past? 
3. How many years have you been a classroom teacher? 
Part Ill: Education 
4. Please list all degrees earned, institution at which the degree was earned, and level 
of degree: 
Degree Institution Level of Degree 
Ex: Elementary Education Ex: Mid-Ohio University Bachelors 
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5. Are you currently attending any other institutions or universities for professional 
development, professional credits, or advanced degree? 
Name oflnstitution or University: 
Type of Program: 
Are you receiving funding via scholarship? 
Part IV: MOWP Involvement 
6. Please check off all groups of which you are a member, the duration of 
membership and the regularity of your attendance: 
Group Check Mark Duration of Regularity of 
Membership Attendance or 
Participation 
Leadership Team 
Reading Group 
Teacher Inquiry 
Group 
Summer Institute (as 
teacher facilitator or 
as fellow) 
Other MOWP group 
(for example, 
teaching an Mid-Ohio 
University course, 
summer camp class, 
advanced institute) 
Part V: Additional Inquiry Work or Participation 
7. Are you currently working on any additional personal projects (e.g. development 
of an inquiry group in your school, writing a book, presentation for a conference, 
etc.) 
8. Have you ever made a presentation at a conference? 
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Name of conference: 
Title of presentation: 
9. Have you ever published a document? 
Name of publisher: 
Name of document: 
10. Have you ever conducted a research project within your classroom? 
Brief description or title of project: 
11. Do you subscribe to any profession journals? 
Name of Journal(s): 
12. Are you a member of any other forums or networks, online or face-to-face? (For 
example, the American Education Research Association (AERA) or 
Tappedln.org, or the National Council of Teaching and Education) 
Name of network or forum: 
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Name: 
Appendix C 
Survey II 
1. What did your parents do for a living? 
2. Which members of your immediate family attended college? 
3. Are you affiliated with a place of worship? If so, what religion and denomination? 
4. Are you affiliated with a political party? If so, which party? 
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Appendix D 
Interview: Teachers 
Sustainability 
1. How did you learn about the Mid-Ohio Writing Project? 
2. Does your school support your participation in the MOWP? How do they show 
support? 
3. How does the climate, atmosphere or ethos of your school site compare with that 
of the MOWP? How are they similar or different? 
4. How often do you speak to non-MOWP members about issues of inquiry, 
reflection, research, practice, etc.? 
5. How do you make time to participate in the MOWP? What life and work 
adaptations have you made to allow for participation in this group? 
6. Why do you continue to participate in the MOWP? Do you see yourself 
participating in the MOWP two or five years from now? Why or why not? In 
what capacity? 
Maturity 
7. How do you define teacher inquiry? 
8. How would you describe the climate ofMOWP group to which you belong? 
9. Describe a "messy" or "meaningful" topic you recently discussed within the 
MOWP? 
10. How has the MOWP influenced your teaching or practice? 
Extension 
11 . Have you recruited any new members to the MOWP? 
12. How does the MOWP fit in to your long-term professional goals? 
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Appendix E 
Interview: Directors and Founding Members 
Structural Questions 
Describe obstacles that the MOWP has overcome (e.g. change of leadership, funding, low 
attendance). What were the methods and strategies for overcoming these obstacles? 
What are the parameters of the MOWP? What rules or structural boundaries are you 
bound to? Who sets these parameters and rules in place? 
MOWP and Other Networks 
How would you describe your interaction and relationship with the Mid-Ohio University 
community and the greater NWP network? 
How do you define your inquiry group's success and purpose? How do you think the 
Mid-Ohio University, the NWP, and the community at larger interpret your success and 
purpose? 
Funding and Public Policy 
What restrictions does funding place on you? What opportunities does funding present to 
you? 
How does the MOWP present itself publicly? Does the MOWP consider itself to be a 
political organization? 
Now and Then 
How has the MOWP changed since you first began 13 years ago? 
How do you envision the MOWP five, ten, fifteen years from now? 
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AppendixF 
Focus Group Quotations 
"Teachers at the Center" (Gray, 2000) 
"Recruiting Diversity:" by Bay Area Writing Project Director Carol Tateishi 
The Bay Area Writing Project has, since the beginning, been committed to 
diversity. We knew that if we were going to make real changes in writing 
education in our part of California, we would need a summer institute that 
mirrored ethnically and geographically the teaching population of the Bay Area, 
including the core cities, the bordering working-class communities, and the upper-
middle-class suburbs beyond. But that wasn't happening. Despite what we thought 
were our best efforts, a disproportionate number of our summer fellows were 
white teachers from the more privileged communities. 
In 1992, we decided to make a concerted effort to tum our words into 
action. Our priority would be increasing our diversity. 
We began where we had always begun in our search for talented 
nominees, the BA WP [Bay Area Writing Project] teacher-consultants, but this 
time we made clear our concern that if BA WPO was to remain relevant to the 
teachers of the Bay Area, we needed the participation of more teachers of color. 
We made phone calls to TCs who we thought might be particularly able to help us 
in our quest. 
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We also used a technique called "cloud seeding." This meant getting the 
word out in every way short of tacking notices on telephone polls. I presented at 
district principals' meetings in Oakland and San Francisco, followed up those 
meetings with calls to interested administrators, visited targeted schools to speak 
to teachers about BA WP programs, and made calls to educators who shared our 
goals. 
At the same time, we realized that we should be making our other summer 
programs--those that we sponsor in addition to the invitational summer institute --
more accessible to a larger range of teachers. We found new ways to work with 
the university to restructure .... 
Looking back at our efforts to build a more representative writing project, 
· I'm aware that we put forth several techniques more associated with selling home 
improvements than with drawing distinguished teachers into a highly regarded 
professional development program. We asked our TCs to provide us with leads, 
we engaged in cloud seeding to get the word out, the word of our product out to 
every possible avenue, we provided economically attractive deals, we mad~ cold 
calls to likely prospects, and we depended on the word of mouth of our satisfied 
customers. 
This proactive work has made a huge difference. Our bench is now deep 
with teacher-consultants in the Bay Area education commUnity who are part of 
diversity building effort. Our programs are designed to attract the institute 
teachers who may have been invisible otherwise, and our numerous partnerships 
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with schools in low-income communities are a rich source of new knowledge and 
the mentoring of new teachers. 
Through all of this, our goal has remained the same: to address issues of 
equity in Bay Area schools by increasing our project' s capacity to improve the 
teaching and learning in diverse classrooms in the Bay Area (Gray, 2000, p.135-
137). 
"Sentence Modeling: Learning from Rachel Carson" 
But in general, students have developed a writing style because they are readers 
that come from the most privileged homes where books are a part of the culture. 
Sentence modeling opens up the secrets of style for students unlikely to get it 
elsewhere (Gray, 2000, p.40). 
"Early Consciousness-Raising:" by NWP workshop presenter K~ith Caldwell 
We had an entire nation being taught by untrained teachers who had nowhere to 
go to get trained to teach writing. We floated on rafts of text books (Gray, 2000, 
p22-23). 
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Past: 
Appendix G 
Visual Representation 
Please write a brief explanation of what you drew. 
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Present: 
Please write a brief explanation of what you drew. 
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Future: 
Please write a brief explanation of what you drew. 
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AppendixH 
Example of Draft of Coding System 
1. Research Question# 1: How has the Mid-Ohio Writing Project managed to 
maintain an active and growing network since 1999? 
Organizational bin: Expansion 
Theoretical category: ~~~ 
Sub-category: Products of MOWP 
• Summer Institutes 
• Advanced Institutes 
• 
• 
• 
Grant Writing 
Writing Group 
Individual contributions 
Organizational bin: Sustainability 
Theoretical category: 
Sub-category: Advocating and Promotion 
Sub-category: MOWP as a Political Organization 
• Discussion and action regarding the role of money 
• Confusion, anxiety and optimism 
Organizational bin: Small Grou Dynamic 
Theoretical category: §s!n!~iif 
Sub-category: MOWP as Family 
• Mortality vs. change, adaptation and survival 
• Exclusion of others: Homogeneity breeds insularity and endurance 
o Men 
o Educators 
o Diverse Populations 
• Avoidance of conflict 
Organizational bin: Network Theory 
Theoretical category: §Y£j5iji}J 
Sub-category: Shape of Groups 
• Large number of groups: Serving multiple interests vs. 
• Streamlining: Time management and "linked local " 
2. Research Question #2: What characteristics of maturity does the Mid-Ohio 
Writing Project demonstrate? 
Organizational bin: Maturity 
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Theoretical category: I uman Resour 
Sub-category: Pedagogical Expertise 
• Inquiry 
• Issues in education: Most often in the language arts (writing, grammar, 
reading) but not always 
• Practice: Highlight on differentiation in the language arts and math, plus 
two members focused on Technology 
Organizational bin: Small Group Dynamics 
Theoretical category: Symbolic 
Sub-category: Straddling Two Worlds Move to MOWP as Family? 
• Critically conscious vs. "almost critical" 
• Shared Experiences 
o "teacher as expert" vs. "teacher as technician" 
o University faculty vs. classroom practitioner 
o Gender 
• Personal Biographies: Going Home 
3. Research Question #3: How has the network spread throughout Northeast and 
Mid-Ohio over the last ten years? 
Organizational bin: Sustainability 
Theoretical category: true 
Sub-category: Role ofTechnology 
• In foundation 
• Fighting the Technophobic 
• Organization and "linked local" 
4. Research Question #4: Are there any structural factors that might explain the 
success of this network, including connections between members, connections 
between networks and groups, nature and development of leadership, level of 
flexibility to adapt and change? 
Organizational bin: Expansion 
Theoretical category: ~l!&J[H!J!!J 
Sub-category: Recruitment and Retention 
Sub-category: Finding the MOWP 
• Marketing and promotion 
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Sub-category: Leadership 
• Founder: Independent, empowering, rebellious, weak connection with 
NWP and Ohio College at Mid-Ohio 
• 2nd Director: Mentor, disorganized, strong connection with NWP and 
Ohio College at Mid-Ohio 
• 3rd Director: Listener, organized, wait-and-see, unknown connection 
• 2nd Co-Director: Mentor, high expectations, seeking connection 
Organizational bin: Sustainability 
Theoretical category: uman Resources 
Sub-category: Personal Traits 
• Reflective professionally (including writing) and personally (outside of 
personal narrative of straddling two worlds) 
• Devoted and hardworking 
• Confidence 
o As a leader 
o As a practitioner 
o Working at the University Level 
o As a writer 
Organizational Bin: Network Theory 
Theoretical category: S==== 
Sub-category: Continuity bred by Homogeneity and Insularity 
• Religious (speech and actions) 
• Recruitment and retention: Why don't they come back? 
• Systematic or habitual nature 
5. Research Question #5: How do the different networks and groups within the 
MOWP (e.g. leadership team, reading group, teacher inquiry group, and summer 
institute) work together or cooperate to support inquiry? 
Organizational bin: Network Theory 
Theoretical category: S1ruetur 
Sub-category: The Meaning ofNumbers 
• Quality vs. quantity 
Organizational bin: Network Theory 
Theoretical category: S~~~~ 
Sub-category: Shape of Groups 
Sub-category: To Support Inquiry 
• Symbiotic relationship: Leadership Team, Inquiry Group, Summer 
Institute 
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• 
• 
Somewhat symbiotic but serving other needs: Reading Group, Writing 
Group, Advanced Institutes 
Weak but necessary connector: Technology Team 
Organizational bin: Network Theory 
Theoretical category: !mY£!~~ 
Sub-category: Connectors 
Sub-category: To Inquiry 
• Symbiotic relationship between groups through members 
• Products 
• Other sources of connection 
6. Research Question #6: What are the characteristics of the larger networks, the 
National Writing Project and The Mid-Ohio University? How do these 
characteristics influence the smaller Mid-Ohio network? 
Organizational bin: Sustainability 
Theoretical category: 
Sub-category: Issues ofLeadership 
Sub-category: NWP as Parent 
a. Total buy-in 
b. Guide from the side 
Organizational bin: Sustainability 
Theoretical category: 
Sub-category: Issues of Leadership 
Sub-category: Relationship with School Sites 
• Culture of collaboration which supports MOWP participation vs. 
• Closed-door culture that drives MOWP participation 
Organizational bin: Sustainability 
Theoretical category: 
Sub-category: Engaging in Conflict 
• NWP and Ohio College at Mid-Ohio as larger networks and departments 
that engage in and/or expect the MOWP to engage in healthy conflict in 
order to diversity and/or sustain themselves 
7. Research Question #7: What are the implications of the apparent success of the 
MOWP network for similar projects nationally and internationally? 
SAVE FOR CHAPTER 5 
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Appendix I 
Director's Consent Form 
Mid-Ohio Writing Project Consent Form 
Sustaining Teacher Inquiry Networks: 
A Case Study oft he M id-Ohi()_W--ri-:-ti-:-n=g -:-P-:-ro-=-je-::-c-:-t _____________________ _ 
To Charlene, Director of the Mid-Ohio Writing Project 
The purpose of the study 
The purpose of this research study is to investigate how an organization dedicated to 
practitioner inquiry and teacher research (such as the Mid-Ohio Writing Project) supports 
networks for inquiry. 
Any reasonably foreseeable risks to the individual and the extent of confidentiality 
protections for the individual 
Risks or discomforts are expected to be limited to the presence of an outsider (myself) 
observing group practice involving inquiry and reflection. Teacher Research and 
Practitioner Inquiry often touches upon personal issues and assumptions, as well as 
confidential issues related to the classroom and general site of practice. Pseudonyms will 
be applied to protect the confidentiality of: 
• Practice sites (based on desire of practitioner and site administrators) 
• Students and practitioners who are discussed but are not direct subjects 
• Past MOWP members who do not provide consent (as in the case of the 
sociogram) 
Potential benefits to the individual or others 
This study will fill a gap in the literature regarding teacher research and inquiry networks. 
Some quantitative studies have been performed on the sustainability and maturity of 
teacher networks. These studies have focused on specific cases in which networks have 
reached a level of sustainability and maturity, but have not been able to indicate why 
some networks are able to reach this level of success. There is a call for a qualitative 
study which focuses on the "how" and "why." Thus, this study could be beneficial to the 
general educational community. 
The Mid-Ohio Writing Project and the teacher researchers may benefit by gaining public 
recognition in the surrounding community, the larger National Writing Project, and the 
larger educational community. 
Additionally, this study will benefit practitioners who are currently engaged with or 
would like to be engaged with a network, in essence making the work of the MOWP 
public and helping to extend, expand and generally contribute the practice of inquiry. 
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Alternatives to the research protocol 
NA 
Compensation 
No compensation will be provided. 
Contact information for questions regarding the study, participants' rights, and in 
case of injury. 
Your signature on this form means that you understand the information presented, and 
that you want to participate in the study. You understand that participation is voluntary, 
and you may withdraw from the study at any time. 
Signature of Director of Mid-Ohio Writing Project 
Date 
Contact information for Sarah Bea Satter: 
E-mail: sarahbeasatter@gmail.com 
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Appendix J 
Member Consent Form 
Practitioners and Participants Consent Form 
Sustaining Teacher Inquiry Networks: 
A Case Study ofthe Mid-Ohio Writing Project 
To the Practitioners and Participants of the Mid-Ohio Writing Project 
The purpose of the study 
The purpose of this research study is to investigate how an organization dedicated to 
practitioner inquiry and teacher research (such as the Mid-Ohio Writing Project) supports 
networks for inquiry. 
Any reasonably foreseeable risks to the individual and the extent of confidentiality 
protections for the individual 
Risks or discomforts are expected to be limited to the presence of an outsider (myself) 
observing group practice involving inquiry and reflection. Teacher Research and 
Practitioner Inquiry often touches upon personal issues and assumptions, as well as 
confidential issues related to the classroom and general site of practice. Pseudonyms will 
be applied to protect the confidentiality of: 
• Practice sites (based on desire of practitioner and site administrators) 
• Students and practitioners who are discussed but are not direct subjects 
• Past MOWP members who do not provide consent (as in the case of the 
sociogram) 
Potential benefits to the individual or others 
This study will fill a gap in the literature regarding teacher research and inquiry networks . 
Some quantitative studies have been performed on the sustainability and maturity of 
teacher networks. These studies have focused on specific cases in which networks have 
reached a level of sustainability and maturity, but have not been able to indicate why 
some networks are able to reach this level of success. There is a call for a qualitative 
study which focuses on the "how" and "why." Thus, this study could be beneficial to the 
general educational community. 
The Mid-Ohio Writing Project and the teacher researchers may benefit by gaining public 
recognition in the surrounding community, the larger National Writing Project, and the 
larger educational community. 
Additionally, this study will benefit practitioners who are currently engaged with or 
would like to be engaged with a network, in essence making the work of the MOWP 
public and helping to extend, expand and generally contribute the practice of inquiry. 
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Alternatives to the research protocol 
NA 
Compensation 
No compensation will be provided. 
Contact information for questions regarding the study, participants' rights, and in 
case ofinjury 
Your signature on this form means that you understand the information presented, and 
that you want to participate in the study. You understand that participation is voluntary, 
and you may withdraw from the study at any time. 
Signature of Participant 
Date 
Contact information for Sarah Bea Satter: 
E-mail: sarahbeasatter@gmail.com 
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and Family Services, Ohio Bureau of Children with Medical Handicaps, 
Akron Children' s Rehabilitation, Ohio Department of Developmental Delays, 
and the National Immune Foundation. 
• 
• 
• 
• 
• 
Volunteer at Manitou Experience, a one-week camp in Maine in August 2009 
for boys who have lost a parent or sibling. 
Member ofthe Big Buddy Program in Chapel Hill, NC, from August 1998 
through December 1999. 
Trained volunteer with adolescents at John Umstead Hospital, a court-
mandated mental institute in Butner, NC, in fall 1999. 
Child swim instructor and lifeguard at the Mandel JCC in Beechwood, OH, 
and Thornton Park in Shaker Heights, OH, from 1995 through 2001. 
Counselor for children with special needs at Hiram House Camp, an overnight 
camp in Chagrin Falls, OH, in the summer of 1995. 
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Honors and Awards: 
• NC ILT II Status 
• Publishing offer from UNC at Chapel Hill 
• Dean's List, six semesters 
• Golden Key International Honor Society membership 
• YWCA Scholarship for community service 
• Recognition in two newspapers for fundraising and educational programming 
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